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PREFACE AND ACKNOWLEDGMENTS

The notion of using students systemalically as tutors has
always been an attractive one, for the nvmber of potential tutors is
almost as large as the number of studcnts who are potential tutees,
Informally, students have tutored cach other, sometimes under the
dircction of a teacher, and more commonly while doing homework,
or, in higher educatien, in "cram sessions' prior to examinations,
Myv first encounter with a project involving students used in a par-
ticular maimer as tutors was as an observer of some of the tutoring
activitics directed by Dr, Lloyd Homme as part of a praject to be
desciibed at some leagth in a later part of this Report, ©One of the
basic purposes of Hoimme's project was the use of student peer-
tutors to provide immediate confirmation of correct responses and
identification of errors. (Noie: typically tutors who are the sany
age or whe arc enrolled in the same course as their tutecs are
reoferred to as "peer-tutors, ' while older studems, or students who
havce completed the course and are not enrolled in it at the same time
as the tutres are referred to as ''cross-tutovs''),

Homme reported (1764, 1768) that with a minimum of train-
ing, and with a strictly specified list of "do's and don't's" the lulors
functioned effectively and provided the supplemerntary fecedback that
the teaches would not otherwise be svle to provide on wn individaal
and continuous basis, During visits to several of the Regional I3du-

© cational Laboratories in the Summer of 1969 I {ound thal severa
principal investigators were planning to develop peer-tutor or cross -
tutor methodologics as part of the hmplementation comporents of
courscs they were devaloping. Informally, while consulting {ox
sevoral school districts that were engaged in developing programmed
materials or individualized instruction systems, I encountered
teachers that had assigned tutorial activites to somc of their students,
generally their more capable students, The ohbscrvations of these
teachers led them to the conclusion that student tutorials were too
unrcliable and unpredictable, and that while some students secemed
to be quite skillful in instructing their peers, more were not, and
that peer tutoring was nol feusible as they had been doing it,

Considering the attractiveness of the idea of students tutoring
students, and Homme<«'s success, 1 decided thelt a programmed cour ¢
and set of procedural guides should be developed to tecach certamn
skills and procedures, and undertook this project for that purpose, 1
contacted individuals and institutions (hat had expressed interest in
student tulozing, reviewed relevant Hterature, and was then quickly
led to scveral significant pro,.-ts that were far more extensive than
Hoimme's study, some of which he!' already developed instructional
imaterials or courses for the training ¢ tutors. After contacting *'..
individuaals involved I found that a great .~al of expericnve nad been
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accumulated and that a great deal of the groundwork for tutor train-
ing had already been laid (the individuals involved will be identified

in the acknowledge section to follow, and their projects will be
described in the body of this Report). Upon rewiewing their work,
procedures, instructional materials, and related reports, I reviewed
the purpose of this project, and decided that a different approach,
leading to the same end result was probably more appropriate. I had
initially assumed that many of the tutorial techmiques and method of
training students to implement them would have to be developed empiri-
cally, but considerable data were already available answering many of
the feasibility questions. The four major projects referred to above
have reported positive results from a variety of training procedures,
a variety of tutoring techniques and general procedures, a variety of
ages and characteristics of tutors and tutees, and both objective and
subjective data supporting the notior that tuto.,img has highly desirable
consequences for both the tutees and the tutors.

What I have done is review the project materials, tutor train-
ing methods and materials, and reports from those four projects, plus
other materials, and have obtained additional irforn:ation from the
people involved. From the wealth of material I have altempted to
astemble a set of procedural gvidelines for establishing and managing
a minimum tutering activily within the existing resources of most
schools. Many of the techniques that have been developed and used
require extensive training, or tutor assignments possible only within
special types of educational settings, or the development of special
tutor-guidance materials; those techniques are e¢xcluded here because
they generally lie beyond the time, staffing, and dcveloprnental
resources of most public schools,

The teachoer -- typically the teacher responsible for the tutees --
plays a critical role in the management of the tulorial activilies, and
where cross-tutoring is used, the teachers respunsible for the Lutors
and the tutees are the most likcly prospects for providing the tutor
training. Because of the importance of the teackesr involvement and
management, and because student tutoring can bz implemented at any
grade level, a programmed text as the vehicle for tuto: training does
not secm to be appropriate; a program developed for students at one
grade level wouid not be flexible enough and appropriate for all other
grade levels, Instead, the Appendix to this Report consists of a
description of a course fur training students as tutors, supplemented
by procedural guidelines, designed for implemestation by teachers,

The four major projects were:
1, Youth Tutorinyg Youth, operated by The National Commis -

sion on Rcsources for Youth, New York City, and repli-
cated in a number of other States, Mrs, Mary C. Kohler,
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Director. Information was provided by Mrs. Kohler and

by Miss Lorraine Kavanagh, and they were most generous
in making large numbers of documents available, including
training mianuals, practice materials, and project reports,

2, Tutoriai Community Project, operated by Systems Develop-
ment Corporation, Santa Monica, California. Ralph J.
Melaragno and Gerals Newmark, Co-Directors. Informa-~
tion was provided by Mr, Mewmark. Although the actual
project materials were not provided, reports and other
descriptive materiats were made available., A second
project at SDC involves "The 3Systemis Approach te Tutoring!
and the development of a Tutor Training Kit. Information
and materials describing this project were provided by
Mr, Tom Collins, project staf{f memher. Both of these
projects grew out of the rescarch and development effoits
of Dr, Grant V, Harrison al S, D, C. and at the University
of California, Los Angecles. Portions of his work was done
under the dircction of Dr., Arthur M, Cohen for the doc-
toral disscrtation, Dr, Harrison was very helpful during
the initial stages of this project in helping me locate rele-
vant projects, and he also made a nwmirther of reports avail-
able,

3. Cross-Agc Teaching, E, S, E. A, Titte 111 Froicct, con-~
ducted by the Ontario~Montclair Scheol District, Ontario,
Califurnia, All materials and inforimation were provided by
Dr, Frank Ricssman, of New York University,

4. Development of &4 Tutor’al Program for Kindergarten Read-
ing Instruction, conducte:di by the Southwesl Regional Labora-
tory for Kducational Research and Development, Los Angeles.
Informution and materiale were furnished by Fred C. Nieder-
meyer and Patricia Ann Ellis.  The tulor-training developed
for this project, unlike the othicr projects, was designed as
part of the develepraent of a single, specific coursce of instruc-
tion. The tutoring methods and the utfor training procedurcs,
however, are rclevant to other kinds of objectives, materials,

3

a* 1 students,

The assistance anil cooperation of the people mentioned above is grate-
fully acknowledy .°

Staff of thic preicct included Mrs, Marilyr Heiner, who visited
all of the projccts, conducted i~torviews, and collected and reviewed
much of the material, Mrs, Martha Mordecai, arnd My, Dale T. Ball,
both of whom assistcd in the review of o't materials and the writing of
this Report and Appendix,
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SUMMARY

Tutorial instruction can be defined as "interactive instruc-
tion." A tutor does not simply lecture to his tutee. Students being
trained to act as tutors have to be taught certain interactive and feed-
back techniques in order to learn to avoid simply presenting informa-
tion to their tutees. Tutors have been used in school scttings and
for special education pvrposes for a numbexr of purposes: for the
benefit of the tutors, in both the affective and cognitive a.cas; for
the benefit of the tutees, to "manage" their work with instructional
materials of various kinds; {or the benec{it of the tuteces, for recmedial
purposes; for contingency management purposes; and combinations of
these four,

When special instruction materials (e.g., programmed text or
practice exexrcises) are used, the tuters have to be trained in certain
general purpose tutoring techniques, and in the specific techniques
designed around the materials, At one extreme the tutor might be
taught some diagnostic and tutorial techniques and be given only
general guidance such as, '"teach your tutee this matcrial,' At the
oth.r extreme the tutor might have no optiuns of his own, but rmust
follow a rigid, step-by-step script,

Review of the techniques -- bo*h tutoring and tutor-training --
uscd in several major student tutoring projects, led to the identifica-
tion of a number of tutoring techniques and management procedurcs
that should be feasible in schools without a requirement for special
staffing, funding, or major development, training, or management
time commitnients, This Report describes some « fthe work that was
done as part of those projects, and their findings, and describes this
simplified tutoring training and management sysicm. A more detailed
description of the system is provided in the Appendix,

Al
O
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INTRODUCTION

Schools arc confronted with many problems, nnt the least
of which are increasing numbers of students and the problems of pro-
viding adequate staffing, The struggle to hold student-teacher ratios
to a manageable level is becoming incrceasingly difficult, and many
alternative approaches have becn explored. Onc of the major and
most promising -- but certainly the most commplex ~- methodologies
currently receiving considerable attention is individualized instruc-
tion (I, I,), Hundreds of schools are currenily experimenting with
I. I. in a major way, and thousands in a rzlatively smazll degree of
invelvement., In an I, I. setting, the teacher spends less time pre-
senting information and instructing large groups, and more time as
a monitor, 'consultant,' and discussant. Major changes in all
activitics and materials are recquired in even a small-scale I, I,
effort, but cecrtain clemenis of I. I, can be added to the t'conven~
tional"” classroom with a minimum amount of uphecaval. One of these
elements is individual diagnostic and remedial feedback and remedial
instruvction,

An I. I. sctling mustl of nccessity make use of the ""accounta-
bility'" approach. One characteristic of account.hility is the require-
ment that developing deficiencies be identified, diagnoszd, and reme-
diated in order to allow cach student te progress toward the course
objectives, The assumption cannot be made that instructional pro-
cedures, events, and materials are so perfect thut no follow-up is
necessary, or that students will need ro firther help beyond the initia?
instruction. A varicty of approaches have been develoraa which rely
heavily on initial instruction (gencrally redeo. - .volving a number
of presentations, materials, and media cove.., i the same informa-
tion), followed by progress cvaluation -- diagnostic testing -- and sontc
forin of individualized remedial instruction, Approaches that are
structured in that manner include learner-controlled instruction, indi-
vidually prescribed instruction, the "learning package' and "student
contract’ approaches, and others,

Most of the I. I, systems make use of instructional objectives
and criterion testing, so that diagnosis of errors and deficiencies can
at lcast be licd to objectives. This is possible because cach objective
is tested in a criterion refeienced test, as compared to a norm refer-
enced test, which samples the content, but does not necessarily tesu
all objectives (there are other differences between norm referenced
and criterion referenced tests, but they are relevant to the present
discussion). When a tcacher administers a test, and assembles
the test scores, he can sometimes identify test items missed by such
a large proportion of the students, that seccond instruction - remedial
instruction -- appcars to be necessary and appropriate for the entire
group of students, But not all test items fall into that category, and
cventually the teacher must make individual decisions about the items
missed by, say, ten or twenly percent of the students. Time con-
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straints generally limit the amount of group rernecdial instruction pos-
sible, and it would be most benecficial if the teacher could in some way
provide individualized remediai instruction for every student, or at
least for small groups of students for specific objectives., Arnong the
resources that can be used for this individualized remedial instruction
are individualized remedial materials such as memedial programmed
texts, or parents, or teachers' aides, or other :students. This Report
will deal with the last of these, the use of students to tutor other stu-
derts, for remeadial purposes,

The tutorial interaction has always beemn highly praised, even
thouglh the exact procedures that a tutor might follow have never been
precisely or accuratcly defined, In a general wway, these procedures
have heen identified as presenting a'small amouwnt' of information, and
then asking the student --the tutce -- to interpret or apply, or explain
that information. The tutor might present a question, problem, or task
as a precise direction for the student, The tutoer can prompt or guide
the student, and upon completion of the response, provide immediate
confirmation, prompting, clarification, or correctisn, The student can
ask gquestions at any time, and the tutor can adjust the pace, approach,
and level of presentation to the individual studert. This continuous
interaction has been described many times in the literature of pro-
grammed instruction, which is presumably designed to provide a form
of tutorial instruction,

Tutoring skills are rather rare, requirimg techniques that few
teachers are taught or have the opportunity to learn, confronted as they
are by groups of students most of the time. Many teachers find it diffi-
cult to avoid interrupting or interfering with discussions in the class-
room becausc they have developed most of Ltheir ftechniques as lecture
and demonstration skills; for this same rcason, teachers who have not
had the opportunity to become skilled tutors typically lapse into lecture-
ing to individual students, even when a tutorial imteraction is possible,
So tutoring skills are not necessarily easy to learn, nor are they highly
p:obable "instinctive" methods of instruction; students in large classes
tend to scc teachers lecturing to groups -- not tuioring =~ and when given
the oprortunity to teach other students, they tei.d to emulate their
teachers, tcaching as their teachers do. If students arc to be trained
to be tutors, the nature of their tutoring procedures nced to be sharply
limited, defined, and taught.

The use of students as tutors is not limited to the remedial
function, and student tutors, both peer-tutors and cross-tutors, have
becn used for individualized initial instruction and for a varicty of
spe~ific purpcses that will be discussed in the material that {follows,
Remedial instruction was only onc form of tutoring that was considerecd,
but all other forms scem to be dependent upon very extensive tuter
training, the development of large quantitics of tator lesson plans and
special study matcrials, or both, The same projects that provide the
data indicaling the feasibility of student tutoring also make clear the
extensive research, devel-pment, training, and management require~
ments that are enconnteved,
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FINDINGS

The Youth Tutoring Youtn project (see refevences 1 through 7)
is a project that has a two-pronged objective: improved cognitive
and affcctive results of learning activities not only of the tutces, but
of the tutors as well, Infact, the primary thrust of the project is
aimed at the affective learning of the tutors, Tutors are typically --
but not exclusively -- undcr -~achievers in high school, tuioring ele-
mentary school students arc performing beclow grade level, primarily
in reading although other subjocis are also invelved, The saae
basic project has also been expanded to a nwmber of other cities
around the country,

The overall orientation of the youth tutoring youth approach
might be described as "'highly personul, human rclations, and seli-
oriented,” A close personal relationship is to Le established =~
between tutor and tutee, with emphasis on providing opportunitics
for the development of self-esteum and the perception of individual
worth and competence,  The importance of the approach developed
by the National Commission on Resources {or Yonth 1or the Youth
Tutors Youth project might lic primarily in its direct attack on the
types of problems described by Dr, William Glasscr in his bouks,
Reality Therapy, and Schools Without Failure. {lasser facls that
the "prime motive? of young people itn our socicly = with sorne rare
but sotable exceptions -- is no longer survival in terims of food,
clothing, shelter, and protection, Instead, he says, the primary
motive now is identification, attempting to answer the question, "Who
and what am I?'" This "nced" results in students attempting (o
answer thal qucstion, looking for, attending to, and acc.pling any
relevant informaltion as a basis for their» producing an answer,
"Sclf-¢steem” has been described as the sum of those statenients
that an individual makes to himsclf, about himsclf, According to
Glasscr, a child very carly looks for answers to the basic question,
and his self-csteem -- the collection of statements about himseif --
is influenced in a major way by his successes and failures in school,
as hc sees them and as the school describes them to him,

Glasscr gocs on to say that as these self-identifications aevelop,
a student's identification of himself as a failure becomes a self-fulfill-
ing prophecy. The student who describes himself to himself as a
failurc in schoel, a slow learner, low achiever, or "dumb kid," in the
school context, Lthen learns not to try, not to work hard for success
that never comes.  Activilies that arc never reiaforced tend not to
continue to occur.  In the reinforcement-oriented analysis of behavior,
the absence of reinforcement results in Mextinction" -- a progressively
lower probability of occurrence of the unrcinforced hehavior, Success,
and the identification of success and incrcased competence is generally
assumed to be reinforcing, and following continuous rclevant reinforce -

.~
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ment, intermittent and retatively infrequent 1einforcement will ade-
quately sustain the behavior invelved. But intermittent reinforce-
ment is not an efficient way of establishing behavior; response
probabilities should first be established by frequent and continuous
availability of reinforcers, or the behavior might extinguish rather
than increasing in probability, In Glasser's terms, the student who
experiznces success only infrequently never has the chance to learn
t3 see himself and think of himself as a success; the failures are
rauch more apparent. The student whn is initially successful, or
who brings with him to the school setting a self~concept of compe-
tence, and an expectation of success, operates from a base of suc-
cess, and unless fail ire becomes continuous and overpowering, is
"turned on'' rather than "off" by challenge, the possibility of failure,
and even by frequent failure,

The Youth Tutoring Youth project has a wealth of materials
designed for use by the tutors and tutees to practice communicating
with each other, about themselves, their interests, and their very
personal feelings. There are detailed descriptions of games, field
trips, joint activities, and projects of many kinds designed to facili-
tate communication and rapport between tutor and tutee., Although
the project began before Glasser's writings and related projects in
education became widely known, the emphasis of the project is very
much like Glasser's: self-estecm, self-confidence, and the student
learning to discriminate his own competencies, Neither Glasser nor
the Youth Teaching You'h project are as much concerned about the
raethods and techniques of instruction as they are with the "affective
climate" within which the instruction takes place. This is not to say
that those approaches ignore the relevance and importance of instruc-
tional methodology, only that their main thrust is on affective rather
than cognitive development,

The tutoring prujects conducted by Systems Development
Corporation (S. D. C.) {see refs. $ and 9}, The Southwest Regional
IL.aboratory (S. W, R, L.} (see refs, 10 through 15), and the Ontario-
Montclair School District (sce refs. 16 through 18}, all ernphasize
the importance of sclf-esteern and the affective importance of the
tutor -tutec relationship. T'he Yonth Tutoring Youth project places
more emphasis in its reports on the benefits for the tutee than do the
other projects, but all of tlie project reports indicate that both affec-
tive and cognitive measures taken -- although adcgquate measuring
instruments and techniques are lacking for some purposes -- show
gains by the tutees, ard, where measurecs were taken, by the tutors,
It would appear that the peer-tutor and cruss-tutor relationship has
more advantageous and desirable consequences than simply serving
a3 a supplementary instructional or management tool for the teacher!

Among the recommendations made by Glasser (1970), several
appear to be relevant here: he suggests that a student who does not
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“operate from a base of success,! one who is objectively or sub-
jectively in his own eyes, a faitlure, needs more close and personal
attention, supportive, and by someone more competent than he: and
that students also need to expericnce success rather than failure as
the final event in any activity or assignment. The latter point, of
course, is borne out in the cognitive area by the research data on
correction versus non-correction in discrimination learning, end by
the programmed instruction research on the function of confirmatiorn
and correction, including Presscy's data on the lasting consequences
of test item errors (Pressey, 1927). A student who takes a test
and knows that he did not do well, or who is left in the ambiguity of
not knowing whether he did well or poorly, and receives no immedi=
ate confirmation or correction, carries with him undesirable affec ~
tive as well as cognitive consequences. The reported results suggest
that this undesirable chain of cvents can be broken by the use of
student tutors.

Training of Tutors

All of the projrcts provide training for the tutors: it is not
assumed that students already possess the relevint communication
skills, >r that they will be "natural" tutors, inteacting and guiding
their tuteces rather than lecturing to them. Apparently the tutors
have to be prepared for what they will encounter and for their own
probable actions; for example, they have to learn the difference
between the desirable and undesirable kinds of actions they might
take, lezrn alternatives to their owu impatience in the face of
repeated failure or errors by the tuteces, and must learn certain pro-
cedures for establishing and maintaining rapport with their tutees,
The projects represent a broad range in the degrce of control excr-
cised over the tutors, The Youth Tutoring Youth project represents
one cxtreme, which provides little precisc guidance for the tutor in
the cognitive tutorial interaction, while the Southwest Regional Lab-
oratory project designed the tutorial to implement and supplement
special instructional materials in a closely directed manner,

Dr. Grant V, Harrison, of Brigham Young University, while
a graduate student at the Universiiy of California, Los Angcles, con-
ducted basic research -- soine of it as the preliminary portions of the
S. D. C. projects =- in the training and management of siudent-tutors.
In one study -+ reported in his dissertation ~——he descrilbes the follow~
ing tutoring jruccedures or techniques taught to student-tutors:

1. Pulting the tute. -t easc

2, Clarifying the presciibeu ‘ask

3. Showing the tutee how to verify Li- answer (when pro-

10
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grammed materials or keyed workbook exercises are used)
4, Directing the tutee to cead each problem aloud
5. Having the tutee respond overtly, marking or recording his
response before the tutor provided any feedback
6. Having the tutee verify each response
7. Avoiding any form of punishment
8. Providing verbal praise when appropriate
9., Providing a reward (object or activity) when appropriate
i0¢, On designated problems, evaluate all elements of "mastery™
The procedures and techniques that make up the tutor activities and
tutor training for the S, D, C, projects are apparently based on this set
of techniques, and the techniques taught to tutors in the S, W, R, L. and
Ontario-Montclair projects are basically very similar, All of the
projects also specify certain ""rapport-establishing' techniques, The
Youth Tutoring Youth project -- as noted before — does not emphasize
the techniques of confirmation, correction, response requirements,

etc., but concentrates almost exclusively on rapport, personal com-=
munication, and affective considerations for both tutor and tutee.

Evaluating Tutor Effectiveness

One of the basic studies perform:d by Dr. Harrison indicated
that untrained tutors do not accomplish very much in terms of helping
their tuteces achieve specified objectives, Tutors that were trained in
the ten procedures listed above, whether trained by professional eduv-
cators or non-professionals, not only performed the ten kinds of pro~
cedures more often und more effectively -- as vrould be expected --
but their tutees also learned significantly mor2, The Youth tutoring
Youth project, in spite of its concentration on affective consequences,
also produced gains in cognitive racasures. It is worth noting that the

.Youth Tucoring Youth project reports, although tkey can report gains,

also expressed dissatisfaction with available measuring instruments,
indicating that the most important desired results were not adequately
measured, That point is well taken, and the entire affective areca --
attitudes, motivation, interests, self-esteein, etr, -- occupies a most
peculiar position in education. A recent -- 19§ -~ survey taken by
th: National Science Teachers Association indicated that science

te «chers, when asked to describe their most important obiectives,
dewcribe such things as "a love of science, ' and "an acceptance of the

1
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scientific mrethod, " and "enthusiasm for the study of natural phe-
nomena, " /A large majority of the teachers responding indicated that
objectives of that sort were far more important and desirable than
such pedestrian objectives as "being able to apply Ohm's Law to the
determination of voltage, cuirrent, or resistance in an electric cir -
cuit, "

Robert Mager, who has become to instructionzl objectives
what B, F. Skinner is to programmed instruction, or what Lcon
Lessinger is to instructional acccuntability, has denied that there is a
distinction between cougnitive objectives and affective objectives (Mager
and Deterline, 1969), According to Mager, the critical component of

any objective -- - sgnitive or affective -- is the indicator behavior that
is taken as evidence that a student has achieved that objective, The
basic quecstion can always be asked, '"What indicator behavior -- an

observable, objectively identifiable action -- should I look for that will
indicate to me thai a student has learned to "apply Ohm's Law, ' or
he: "developed an acceptance of the scientific method?'" There
should be some spcecific behaviors that identify a "'science lover" as
differentiated from a ''non science lover, ! or a "science hater,' Vhat
docs the student do who has learned to "love science' in a forin that
will perimit his teacher to ideintify that student as ene who has indeced
learned to love science? Is it something that the student says, or
som 2 act that he performs, or some very minor but consistent tendency
to approach rather than avoid certain objects, events, activities, or
loca'ions ?

Typizally, the individual involved in rescarch in the aifective

- area is more wiiling to accept anecdotal cvidence or subjective Mgut

feelings" ~bout his project than an outside observer might be.  The
outside observer, on the other hand, looking for objective and stan-
tardized measures, will often focus so much on the measurable '"nuts
and bolts" that he will not notice other relevant indicators cven if he
crcountrrs them.  One of the Jouth Tutoring Youth reports makes
the point that a group of project evaluators chose such measurable
quantitics as reading test scores and number of absences as the prin-
ciple dependent variables for evaluation of the project,  Although the
project did not suffer from that approach, the rcport emphasized,
with some frustration, the difficulty in identifying, measuring, and
evaluating some of the more important, hoped-for effects. Since ali
of the projects report some form of evidence of desirable affective
consequerces, and emphasize the iimmportance of these consequences,
it appears that Mager's "indicator' approach -- and others =-- should
be utilized to produce a more extznsive inventory of evaluation instru-
ments,

Reinforcement

The principle of reinforcement in learning, learning theavices,
and much of the data of Jearning rescarch appear irrclevant to the

12



O

ERIC

Aruitoxt provided by Eic:

¢lassroom, or at least unusable in the classroom. Vacious writers
(e.g., Bilgard, 1956) have discussed the gap between learning research
angd instructional practice. Gagne (1970) explains this gap as resulting
from the difference between the conditions in a group classroom and in
the largely individualized research setting. Each subject in a learn-
ing research study typically is subjected to the treatments individually,
and responds at his own pace, or, if time is held constant, some other
individual response measure is taken. An experimental subject, for
example, can be immediately reinforced for cach response, while in
the group classroom, individual overt responding and reinforcement of
individual responses is difficult to manage. Individualized instruction,
in some of its forms, can make better use of the {indings of basic
research in learning, for both cognitive and affective purposes. Rein-
forcement, for example, is now described as a systematically incor-
porated feature of various materials and methods that are used in
individualized instruction, PEut some laboratory {indings, when ap-
plied in a different context than the one in which they were formulated,
take on peculiar and controversial forms. In the laboratory, particu-
larly with animal subjects, or small children, reinforcers take the
form of physical objects or materials, such as food and water for ani-
mal subj-cts and candy or pennies for children, and we find some
teaching machines dispensing candy pellets as reinforcers. But con-
confirmat’~n of a correct response in programmed materials is also
assumed to be reinforcing {Skinner, 1958), and so is the removal of
ambiguity by either confirmation of a correct response or correction
of an incor.ect response (Deterline, 1968), or the discrimination by a
student of an increment in his own competence (White, 1959; Deterline,
1968).

The identification of a correct response can take various forms
ranging from the simple identification of the response as correct, to
extensive praise or the presentation of something other than verbal
feedback, Contingency management, for example, as described by
Homme (1969), makes certain activities available as reinfnicers,
activities identified by the student as desirable incentives to him. Con-
tingency management is based on the principle first described by
Premack (1959), which states that ot any two responses, the more
probable response will reinforce a less probable respouse. In practice,
Homme and his associates have identificd activities that a student indi-
cates that he would like to engage in as "highly probable' activities,
and have madc the availability of these activities contingenl upon the
completion of cnrtain tasks. For example, a student might be asked
to se¢ ect from a list (the "menu”) ot activities one that he would like
to engage in upon completion of a specific task assignmeat, which
might consist of completion of a certain nuinber of pages in a pro-
grammed text, or a practice exercise., The activities on the menu
are empirically selected by determining what activitics the student
prefers of those that arc available or feasible, Conipletion of a
fixed amount of work leads to a fixed amount of time engaging in that
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activity, The reinforcing activities selected by the studeat depend,
of course, con the age of the student, but also on his own preferences
at the time. The student might select, at any ome time, to run and
play on playground equipment, or play quietly with various kinds of
play materials, or look at a favorite book, or simply talk to other
children, or rest by himself, All of thesc activities and many more
have been used as reinforcers with predictahble results,

All of the projects reviewed describe various kinds of feedback
prccedures, most consisting of identification of correct responses,
and praise in various forms, Some have made mse of variations on
the ¢ontingency management methodologies for reinforcers beyond the
identification of correct responses, Reinforcement is relevant to
more than the acquisition of new behavior capabilities; behavior is
also maintained or decreascs in probability of occurance as a result
of its consequences, When an activity stops biing intrinsically rein-
forcing and when extrinsic reinforcers are not available, that activity
tends to become progressively less probable and occur less frequently,
In other words, if a tutor, for example, finds that tutoring is no longer
tfun' and that it is interfering with other activities that he would pre-
fer, that mecans that those other activitics are more '"highly probable"
or preferred relative to the tutoring activitics, Also, it means that
the tutoring is no longer intrinsically reinforcing to the tutor. So--
tuters and some tutees will continue to find the tutoring int .action
reinforcing in @ variety of ways; others will require some form of
extrinsic rceinforcers necessary., Some cf the r.ojects -~ notably the
Youth Tutoring Youth preject -- attempt to make the activities engaged
in by tutors and tutees inherently reciy ©~:cing: gaynes, puzzles, field
trips, assembling or producing matcrials relevant in some way to the
individual interests of tutor and tutce and/or the subject matter -- all
have been us~d to make the tutoring sessions more enjoyable in them-
sclves, Another approach, which can be used a'ong with that of mak-
ing (he tutorial activities inherently reinforcing for tuturs and tutees,
obviously, is contingenny management, making preferrcd activities
availabie to tutors, or to tutor: and tutecs upon compiction of speci-
fied tutorial activitics, While .nis has bcen done to some extent in
some of the projects, the most useful reference and set of procedural
guidclines is "How to usc contingency management in the classroom®

{Homme, 1969),

The tutor .= in a unique position to provide frequent and indi-
vidual rcintorcement in th: form of immediate {ccdback, praise, the
identification of developing confidence, and various affective conse~
quences, But some tulees -- particularly those '"low in sclf{-csteam"
as described carlier = might have to be provided with additional rein-
forcers, The procedures described by Homme in the refercernce cited
above arc racommended for that purpose, The model described in
the Appendix includes an outline and discussion of thesc procedures.

14
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Remedial Tutoring

One of the Systems Development Corporation's tutoring pro-
jects and one of the major Southwest Regional Laboratory projects

make use of student tutors primarily for remedial instruction,

One

of the S. D. C. publications, for example, describes the !''systems
approach to tutoring" and represented tre cross-tutoring remedial
instruction in a diagram like that shown in Figurel,

Select 6th

grade students
for tutor
training.

Train

Figure L,

k4

tutors.

—y

Schedule
tutoring
sessions,

A

Tutoring

sessions,

Student
passes
posttest?

First grade
lesson. Students
tested,

— e e el

Student
passes
test?

Yes

Begin
new
lesson,

The two activities represented in the upper left-hand boxes are, of
course completed before the main sequence -- shown in the remain-
ing boxes in the figure -- begins, and re-training or training of

additional tutors can be accomplished at any time, indepcndcr{t of the
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schedule for the other activities shown. The three segments of the
figure arranged vertically at the right-hand side of the figure repre-
sent the on-gcing instruction by the classroom teacher, The test
that follows the lesson ~-- represented in the diamond-shaped block --
is a diagnostic test. A student who scores below a cut-off point, or
whose performance is considered below the desired level for any rea-
son is assigned to tutorial remedial instruction. A student whose
test performance is satisfactory, ""by-passes" the entire remedial
loop. A student assigned to the remedial instruction attends the
tutorial sessions, and upon completing the work, or upon bcing evalu-
ated as baving achieved the objectives by the tutor, takes a second
diagnostic test, represented in the figure in the lower diamond as thea
posttest,'" 1 performance on that lest is acceptable, he returns to
the main instructional sequence; if posttest pecrformance is not ade-
quale, he is assigned to additional remedial instruction, A similar
remedial approach is described for the S, W, R, L. Kindergarten
Reading Program. The initial instruction is provided by the teacher
and basic materials, a criterion test is administered, and ''sccond
instruction'' is administered in the form of a tutorial by student-
tutors,

16



CONC LUSIONS AND RECOMMENDATIONS

The purpose of the present project was to review the project
reports of the selected, large-scale feasibility, research and develzp-
ment, and field implementation projects, for the purpose of develop-
ing a simplified tutorial model that might Le implemented within a
school system without special project funds, staif, etc. The tutorial
projects from which information was obtained have undertaken major
tasks with major related problems, Of the two projects conducted
by Systems Development Corporation, one -- the Tutorial Community
Project is an almost awesome undertaking, attempting to change the
entire elementary school into a tutorial community. From that
project only a few techniques have been selected, not because their
methodology is not relevant, but because of the attempt here to pro-
vide a "smal® effort" set of techniques, For the same reason, the
tutor -training procedures developed by the various projects -- some
of which are quite extensive and ingenious -- could not be adapted in
total here, and only a few of the most relevant and necessary tech-
niques have been selected for use here in modified form as required
by this project.

A number of gencralizations and conclusions can be drawn
from the array of materials and reports of the various projects, all
of which provided the basis for the structure of the tutorial model
r -¢sented ‘n the Appendix to this Report.

1. Tutor -genercted instruction, with objectives ard sample
criterion test items toward which to work, is feasible, although
extensive training, directed practice and role playing, and
close supervision are necessary. Check lists, l.o::on plans,
or practice exercise materials for the tutee and tutor to use
together greatly facilitate the tutorial interaction, Some form
of printed malerial is highly desirable.

2. Peer-tutoring and cross tutoring are both feasibie, although
each has its advantages and disadvantages. A pecer-tutor can
more easily be scheduled and made available for the tutoring
because of proximity; older tutors are gencrally located in other
classrooms, and sometimes in other buildings. The pecr-tutor,
having only recently achieved the objective himself, can niore
readilv ''see the objective through the eyes of the tutee." Cross-
tutors, on the other hand, being older, generally have greater
verbal skills, and greater competence in-the subject matter
arca. The primary disadvantage in the use of cross-tutors is
the problem of scheduling tutor and tutee joint meetings, and
arranging transportation -- if necessary -- and gelting the tutors
to the appropriate place at the proper time. In spite of the
scheduling, coordination, and other management problems,
cross-tutoring would seem to be the more promising approach.
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3. Regardless of the method, media, form of presentation,
or nature of the materials usea, teachers are generally far
better prepared to provide the initial instruction than they
are to provide any form of individualized rernedial instruc-
tion. At least the initial instruction can be provided on a
group basis if desired, but remedial instruction becomes
highly inefficient, and is only partly effective when presented
on a group basis; some form of individualization is highly
desirable, flexible and adaptive to the specific problems of
each student, The S. D.C, and S. W. R. L, systems for
using student-tutors for individual remedial purposes sug-
gest scveral techniques that appear appeopriate for the
present project, although further simplifications and some
additional procedures arc required to {it the requirements of
case of usc and minimum developmental activities,

4, A student assigned to rewmedial instruction as a tutce

has already been subjected to a variety of instructional pre-
sentations, ovents, and assigned materials of various kinds,
The dericiencies that rcsulted in his being assigned to the
remedial tutorials are identified by the test items that he was
unable to answer, or which he answered incorrectly {the lat-
ter is often a more serious problem than the former}. The
test items themselves, and brief scoring keys or brief expla-
nations of the correct answers should be the only materials
ncecessary for the tutor to use., Presumably the tutor, having
rreviously achieved the objectives, can answer the questions
or carry out whatever tacks the test items specify,  Scoring
keys and descriptions of correct answers would provide
additional information for the tutor. If the tutorial interaction
is built around actual test questions, then no instructional
materials or tutorial lesson plans have to be developed. Mini-
mum precedural guidelines -- te be described below -~ can be
ased in conjunction with the test items and correct answer
descriptions but can be omitted if only a truly minimum effort
can be implemented, The tutors will have to be given train-
ing in the usc of the test items and corrcct answers as diag-
nostic tools. If time is available, the teacher should prepare
a brief list of prompting questions that the tutor might use to
probe further to identify the source of a student's problem
{assuming tha. it is more than a simple rote rctention prob-
lem),

The first three conclusions, drawn from the expericnce of the

four basic projects reviewed, lead to the fourth conclusion. The

first statement identifics the need for printed rnaterials and specific
items for the tutor to follow; the second conclusion points to cross -
tutoring; and the third identifics remedial instruction as the tutorial
aclivity, The fourth statement, then, describes the form of material
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to be used by cross tutors for remedial purposes,

Summary Description of the Tutorial Model

Frequent short tests, practice exercises, or workbook exer-
cises provide the vehicle for the diagnostic and remedial tutoring assign-~
ments and interactions, Generally, elementary schools, particularly
at the lower grade levels, provide considerable practice material and
assigned activities that produce response records that can be used as a
basis for tutorial assignments. Where this is not the case, including
highe> gradec levels that involve less practice material and more widely
spaccd tests, supplementary inaterials will have to be preparcd.

For each test or exercise, the tcacher will prepare brief sum-
mary descriptions of the correct answers or appropriate responses,
The sudplementary information should be written in a form that will
show the tutor exactly what the student was to have done, the kinds of
errors that have previously becen identified, and the possible sources
of errors, When problem -solving -- such as long division is involved--
the entire solution sequence she (dd be given, The answer sheet,
simply scored, or with comments or suggestions for the tutor, is then
given to the tutor. The primary function of the tutor is to ask ques=-
tions, attempting to identify the missing or competing responses, and
then, by asking additional, attention-directing or prompting questions,
help the studert arrive at and practice the correct resgonsc or chain
of responses. Although the tutee can ask direct questions, ask for
information, explanations, or demonstrations at any time, the tuto:
should avoid telling the tutce an answer, but should atiempt to help the
tutce arrive at the answer. Unless the rpecific question that appearcd
in the test was used as the topic of discussion -- rather than the princi-
pal involved ~- that same question can be uscd to cvaluate progress when
it appears to the tutor that the tutee has ac!. - -d the objective,

Therc arec many possible structurings for the (utorial relation-
ship betwcen tutors and tutees, and many options are availatle to fit
local constraints and requirements. Tutors can, in effect, be assigned
to a pool from which the teacher can sclect tutors and assign them to
tutees as needed. This enproach can be quite imperscnal, and although
the tutorial interaction need be nc less cffective in terras of cognitive
results, the affective involvement might Le significantly reduced. This
question, however, needs to be explored experimentally, At the olher
cxtreme, tutors and tutces can be assigned to each other on a long
term basis, not only for the remedial tutoring sessions, but for other
purposes as well; for example, the tutor and his tutee can be scheduled
into study or library periods at the same time, so that the tutee can ask
the tutor for assistance outside of the remecdial setting, whencver he
needs help, This again can serve to assist the teacher in providing
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such help, and make other assistance available when the tcacher
might not be. And somec tutees might hesitate to seek help from the
teacher, but learn to approach the tutor much more readily.

The tutors have to be trained, and provided the opportunity
for guided practice, role playing, and regular observations and
critiques, The critical nicasure of a tutor's effectiveness is not
simply the exlent to which his observed actions conform to a tutor-
evaluation check-~list, but how well and how much his tutce learns,
The design of & training ~ourse and a management syrtem are
described as part of the model. The tutorial model has a number
of procedures built into it to provide for continuing evaluation and
modification of the tutoring procedures, management procedurcs,
and training mecthods, in short, these procedures provide an empiri-
cal methodology for continuous improvement of the model itself,

The same tutoring techniques that arc outlined in the model
can be utilized by parents to provide supplementary remedial tutor-
ing in cooperation with the teacher, The parents would have to be
given training -similar to that outlined for student-tutors - and the
necessary materials. DBoth S. D. C. and S. V. R. L. built pawrent
participation into one of their tutoring projects, and hHoth encountered
many difficulties, Parerts can be effective tuters, bat it is often
difficult to secure their assistance and participation oa any kind of
recgular basis, Onec advantage that the use of student-tutors offers
the tecacher is the amount of control that carn be exercised, so that
there is greater assurance that the tutoring that is to be done actually
gets done.  In some school setitings, however, the management,
scheduling, and tutor-availability problems can be so severe as to
make a cross -tutoring project impractical. In that case, parent-
tutors offer a rcasonable alternative. Tutoring by parents, cf course,
could not conveniently be scheduled to be performed in the school
itself -- except in some rare cases -- and would be designed as "home -
work-plus-parental-help.' Becausc of the importance of the remedial
tutoring being given as scon as possible after the testing, the test
items and supplementary material would probably have to be sent home
with the students, and stndents -- particularly when they do not pro-
ceed dircctly home after school -- are not always reliable carriers of
materials from school to home, or vice versa! Consideration of local
conditions and the degrece of active participation by parents in the sup-
port of school activities will gencrally determine the feasibility o. the
parent-tutor approach.

Another obvicns sourcé of tutors is the teacher's aide or other
paroprofessional, where they are availible. And some szhools can
mak. use of collegn students majoring in education, during their
practice-teaching assignments, o. on a voluntcer basis; the opportunity
tc interact with students in a tutorial sctting might prove to be the most
uscful encounter that the teacher ~to-be could experience!
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Final Comments

since the empirical development processes called formative
testing , or developmental testing, or validatiom became a standard
part of the development of programmed materials, the use of those
methods, along with instructional objectives, have lead to a number
of promising developments in education. Programmed materials,
in text form, audiovisual form, and even in the form of computer-
assisted or computer ~-managed instruction, have found their way
into many schools -- although computer-assisted instruction is still
primarily in the early rescarch and development stages. Indi-
vidualized instruction has also become feasible, and although it takes
many forms and functions around many diflerent types of materials
and techniques, instructional objectives, criterion tesiing, and vali-
dation are basic elements of most approaches to indivia. .!ization,

In the early days of research and development in programmed
instruction, the principle behind the validation process was frequently
described in these terms: "An objective that is not achieved by a
student identifies a deficiency in the program, a deficiency indicating
that the program needs to ke further revised. 1t should never be
assumed thatl the student is at fault; if the student hasn't learned, then
the program hasn't taught.' The point of view expressed in that
statement is quite differcnt from the usual procedure of assuming thut
the instruction is flawl:oss and that any resulting deficiencies in stu-
dent achievement are attributable to the student, and are appropriately
reflected in ~he grade given the student. Since programmed materials
arc presumably based on specific objectives, and presumably arc vali-
dated until a reliable high level of attainment is produce?. i: -hould be
appropriate to cxpect programs to produce highly predic..i.c results,
A joint comittee of the Amnerican Psychological Association, Ameri-
can Educaticnal Rescarch Association, and the Department of Audio-
visual Instruction {of the National Education Asscciation) emphasized
that point in a recommendation that potential n: “chasers of programs
exemine the objectives and validation data, ar - reject the program
that is not sipported by both objectives and diat., Only programs
can appropriatcly be cvaluated in that way, becausc most instructional
maierials are not based on or accompanied by opcrational cefinitions
or specifications of the desired learning outcomes, or any evidence
that those results are attained!

The availability of programmed materials, the methods that
produce then, instructicnal objectives, and validation procedurcs,
hava atl centributed to the appearance of instructional ~ccountability.
Onc novel asplication of the accountability principal -- and the first
context in which the term was used -- was performance contracting,
The first perforniance contract was issucd by the Texarkana, Texas
Public Schosls lo a matcerials developmient and publishing firm --
Dorsett Educational Systemns, Urnder the terms of the contract,
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Dorsett was to provide instructional materials and use local staffing
for a ""rapid learning center,' in which individualized remecdial
instruction was to be provided for students assigned to it because of
learning deficiencies, primarily in reading and mathematics. Dorsett
was not to be paid for providing services and materials; payment was
contingent on results, measurable results in terms of improvement

of specified kinds in the performance of the students, Gains below a
certain level of improvement paid nothing; gains above a certain mini-
mum were paid more or less depending on how long it took to produce
them, he educational materials producers have often made extrava-
gant claims for their materials; performance contracting confronts the
producer with a "put up or shut up'' situation, If the materials arc as
goeod as is claimed, then the contractor stands to gain a great deal
from a performance contract, and so does the schocl and its students.
Obviously, few contractors will enter into such an agrcement unless
they have pretty good evidence that their materials actually work., The
first performance contract, for less than a half million dollars, was
let in 1969; by the e¢nd of calendar year 1970, over 100 million dollars

in performance contracts had been committed,

In performance contracting, the contracior is accountable 10r
the rcsults of instruction, and imust do everything possiblc and ncces -
sary to provide the initial instruction, progress cvaluation, and
remedial instruction if the first effort docs not work, This is (rue
whether the contract calls for the contractor to provide all initial
instruction, or only remedial instruction for students who have
already failed. From the contractor's point of view, the require-
ments are the samce whether students reccive initial instruction or
only remedial instruction under the contract; whatever the contractor
does first is initial instruction, cven though remedial in purposc,

The contractor cannot, however, simply provide that instruction,
assign a grade to the student, and then move on to a new (apic. Diag-
nostic testing is required, and remedial instruction prescribed on the
basis of the deficivncies identificd,  And one method used by some
contractors lo provide remedial instruction is  the remedial iutor,

Accountability can take many forms other than performance
contraclting. A school systcim can establish an accountability
approach without any outside contractor being involved.  This has
sometimes taken the form of teachers being paid a base salary, with
cash bonuscs being available for both teachers and students depond-
ing entirely on stucent achicvement.  Diagnostic tusting and revacdiad
instruction, usually individualized, and oftes, in tutorial form, play
critical roles in this and all other forms of applied accountabilily,

The number of schocu. fnvelved in accountability px ojects, or
in individualized instruction -- which al - » implies some form of

accountability -- is incrcasing shavply, cven though the past history
¢ " successful efforts is very short, Onc problem that all schools
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fuce when they beconie involved in individualization of any sort -
whether large-scale or on a very limited basis -- is that of adequate
staffing., Progress evaluation requires more frequent testing, and
the tests have to be scored, records kept up to date, and the test
results have to lead to appropriate action -~ by someone. School
budgets, already strained by rising costs, especially labor costs --
teacher salaries -- can rarely be stretched to provide additional
teachers or even paraprofessional or teacher's aides of any kind.
Student-tutors would seem to be a most promising resource, capable
of handling many of the clerical duties as well as the tutorial functions
themseclves, There is still much to be learned about the potential and
the limitations of student-tutoring, and many administrative questions
to be ansv/ered and problems to be solved. But unless some unantici-
pated 2vent occurs, flooding the schools with additional tecachers or
money to obtain additionat clerical or paraprofessional staff, the
students themselves appear to be the most promising supplementary
instructional resource available, The model described in the Appen-
dix is one method for utilizing that resource, and making individualized
remedial instiuction available as one approach to applied instructional
accountability,
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INTRODUCTION

Befere reading this Appendix, the reader should read the
main body of the Report, especially if he is contemplating the use of
this Appendix as a basis for the establishment of a student-tutor
project, The Report describes some of the possible advantages of
the use of students as tutors, The Report also identifies the source
of many of the ideas, proccdures, supporting data, and the basis for
structuring the tuccrial intcractions in the form to be described here,

In brief, this Appendix prescnts a descripiion of a tutorial
system that utiiizce students as remedial tutors of younger students,
and reguiring no spccial instructional materials beyond tests and
descriptive scoring kecys, A minimum of preparation, tutor-train-
ing, matcrials development, and management is required., A school
system should be able to ulilize thesc procedures to implement a
student-tutor project without requiring special project funds or
staffing.

The miodel, including the data collection, analysis, and
revision phase, is described in termis of suggested steps to be fol-
lowed, Sorne of the steps are described in detail, while others arc
presented as suggestions that can be followed in a variety of ways,
depending on local constraints, characteristics of the setting and
studerts, and other factnrs., In some cascs, a step will involve many
possible options, all dependent on local considerations, in which casc
only genecral guidelines and comments will be offered, For certain
steps, the rcader will be referrced to publications describing onc of
the projects referied to in the body of the Report, The tutor-training
coursc developed by the Southwest Regional Laboratory for Educa-
tional Rescarch and Developnient, for example, includes many out-
standing features, and somec of their procedurces n.ight be appropriate
for inclusion to supplement the minimum procediurces outlired here,
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PHASE I: FREASIBILITY AND INITIAL DESIGN

A.

Identifying Constraints

1. The student-tutoring systems involves cross-tutoring -- using
students from uppergraces to tutor students in lower grades. It
is suggested that at least a four -year grade difference exist
between tutor and tutee. Consider a small-scale exploratory
study involving only one subject in the tutce grade, Identify the
subject and grade by reviewing the subject areas in which students
seem to be having the most difficulties and in which the teacher
feels that the individual reinedial approach would be of greatest
value, Obviously this procedure should not be forced on a
teacher who is not enthusiastic about the project, especially for
this exploratory phase, ’

2, Identify the grade from which tutors are to be provided, Again,
the teacher must be willing to participate and cooperate fully in
all aspects of the project.

3, Examine the two class schedules., Can enough minor revisions
be made so that tutors can be made availal:le at times when tutlces
are available? If not, changes must be made in the class selec-
tions,

Structuring the Project

l. This project must involve the participation of more than just

the two tcachers whose classcs have been identified; other teachers
at the same grade levels -- or levels close to the two grades should
participate. Identify the participating tcachers, One teacher or
member of the administrative staff should be selected to be the
project coordinator.

2. Identify the test materials or workbook or praciice exerciscs
that are to provide the vehicle for evaluation and tutor guides,
Existing materials can be used if zvaileble, or spccial tests and
practice problems can be prepared. The nature of the existing
materials will determine much of the tutorial activitics, If the
existing materials involve less than two hours of individual
student work per week, then additional materials will have to be
prepared, If both practice materials and periodic texts are
available and in use, the two most likely types of materials that
should be selected for the tutorials are the initial practice matcri-
als, thosc used immediately after the new concept, procedure, ete,
is first presented, and the later test matorials or practice materi-
als just preceding the test on that same topic. Since this system
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is designed to be implemented without major expenditures of
time and without full-time staffing, no attempt should be made
to design and preparc materials for a full year ¢or even hal{-
year, The project schedule should be designed so that the
tutees' tcacher can adjust the schedule cach week depending on
class progress, The practice or test materials should be identi-
fied for the first two weeks, and then each week one additional
weck's materials should be identified and the supplementary ma-
terials prepared, In that way a minimum amount of work is
requirced, and malerials are always being prepared for use two
weeks in the future, The tutees' teacher will have the primary

‘responsibility for identifying and selecting the relevant materisl,

3. Some practice materials will not require a scoring key or
description of the correct answers; simple addition probleins,
for example, should be well within the repertoires of the tuiors,
Conceptual answers or problems, on the other hand, might
require back-up information for the tutors, Experience over
the first few weeks will identify the kinds of materials and prob-
lems for which supplementary materials will have to be prepared
for the tutors. Examine the materials selected for the first two
weeks and preparc supplementary scoring keys as nceded,

4, The tutees' teacher should make the decision at this point about
the scoring of the materials prior to the tutoring scssions., 1t is
possible to have the tutors score the malerials during the tutori-
als, and indicatc on the workshceets or on a special record card,
the munber correct by each student on the first attempt, prior to
the tutering. In somic cascs this is an appropriate procedure,
but should be used judiciously at the discretion of the tutces!
tecacher, who should be surc that he obtains all the information
that he neceds on cach of his students., If Lie chooses to score the
materials himself, then the wrong answers should be clearly
identificd for the tntor,  An advantage in having the teacher score
the material himself is his oppertunity to decide as he does so,
which items might require additional information for the tutor.

3, if the available ma‘erials arc not adcquate in kind or quantity,
additional materials will have to be preparced, The tulees!
teacher will have to specify the nature of the materials to be
obtainced or prepared. The preparation of practice materials
can be done by the tuteces! teacher, unless considerable work is
involved, in which case the preparation becoines one f the func-
tions of the group of teachers participating in the project,

6. A decision must be mad. about a cut-off scoic for cach test
or practice exercise, below which remedial tuterials are to bLe

assigned, There are muany factors to consider at this point, If
there are students who arce having serious difficultics, who scem
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to be examples of the failure identity' syndrome described by
Glasser and discussed in the body of the Report, or who are
having continuing difficulties in the subject matter involved here,
for any reason, a different approacl is required than would be
used for less serious difficulties, It is not desirable, however,
to provide ditfferent approaches within the same class, approaches
so obviously different as to emphasize and focus attention on the
problem students. If different approaches can be used for dif-
ferent students vitheut allowing the differemces to becoms visible,
then it is appropriate to provide closer and more frequent assist-
ance for the students having grcater difficultiecs, One of the
differences involves the assignment of tutors; if no serious prob-
lems exist, and the main purpose is to facilitate already pretty
adequate progrees "y basically successful students, or students
with only mi .or problems, then the tutors can be assigned from
a pool of tutors, to tutecs as necded, More serious problems,
however, particularly problems of interests, motivation, and
sclf-esteemn, benelit from permanently assigned tutor -tutce
teams., In a mixed class of tutces, some of whom are basically
successful and some of whom arc less successful, permanent
tutor assignments arc probably desirable, again to avoid a too-
obvious differential trcatment,

If the number of tutors available is large enough, then atl
students can be assigned as tutces for 1ll tests and nr:rlice exer-
cise remecdials, cxcept those students who have ma.. . .. crrors
at all, If the number of tutors available is more limited, then
a cut-off --say, 80% corrcct -- should be established. It is sug-
gested that this cut-off be tested experimentaily and adjusted as
necessary; for cxample, sometimes carcless errors require no
remedial assistance beyond identifying them as errors, so cut-
off point set too high would identify many students for remedial
instruction who have made only a few minor and ca*cless errors,
A test should be given at least once every two weeks, and, if
possible, onec per week is even better, More frequent testing, at
an appropriate level of difficulty, is highly -“esirable because
deficienzies can be identified more promp ; and the remedial
instruction is then cven more helpful, Wb ntests arc developed
locally to increasc the n .uber wnd fiequency of tests, attention
must be given to the guestion of the possible need for supplenientary
information about the correct answer for use by the tutors.

/4

7. If time allows, fcr each test -- but not for workboouk or other
practice materials -- a parallel test should be developed, This
sccond test should consist of items testing the same ™jectives
tested by the first test,  The tutor, after providing the remedial
tutoring, should then walk the tutee through the sccond test, This
provides a progress cvaluation check, additional practice, and
additional remedial assistance if nccessary, The Tutor Record
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Card {sce below) should contain entries for the tutor to complete,
indicating any errors madc or additional assistance required on
any items on the second test,

8. A Tutor Assignment Form must be prepared, If permancnt
tutor ~tutee teams are assigned, then the form neec contain only
the tutors' names in the left-hand zolumn, with a row of boxes
beside each name, The most convenient and easiest to use for-
mat and method makes use of a form as .ollows:

S S
Date

Tutor 3/4 3/6 3/8 3/11 3/13 3/15 - ~ - - Tuteece

Sinith (') (3

Jonces (D

On Lhe dates indicated, assuming that the teacher scorcs cach of
the tests or exerciscs, and that a cut-off point is uscd, the teacher
simply puts a circle ~- as shown for 3/4 for tutor Smith -- in the
box if remedial tutoring is to be given that day by that tutor, If
tutces are assigned to different tulers at different times, the name
of the tutee for that day or for lhe current period can be entered
in the right-hand column. Obviously, if tutees arc permanently
assigned to tutors, no tutce's name nced be indicated on the form,
The file of tests or answer sheetls or practice materials should be
available near the Tutor Assignment Form. When the tutor
arrives, he checks the Form, picks up the materials, and draws
a linc through the circle entered by the teaclier, as shown for 3/6
for tutor Smith, Upon completion of the tutorial and the second
test, he returns the materijal to a second, compicted matcrials
folder, and adds a sccond line inside the nircle to make an X, as
shown for 3/1l for tutor Jones. This visible record is convenicnt
for the teacher, who can quickly delermine who has not yet begun
the tutoring scssion, what sessions are in progress, and which
have been completed,

A mose claborate form can be designed if topics are to be
identificd for special attention by the tutor, The folders of ma-
terials for the tutors should involve no particular problems, The
folders arc used in exactly the same way whether the teacher
scores the test or whether the tutors perforn, that task., The
Tutor Record Card can be a re-usable card with rows of entrics
on which the tutor simply writes the number of any test item or
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problem on which the tutee had unusual difficulty that day. All
the tutor neced do is enter the date, and then, as the session is
conducted, enters the numbers of the items missed or which
involve difficulties, If desired, a new Tutor Recoxrd Card --
which need not be a "card' but simply a mimeographed 3t x 5"
or other small piece of paper -- can be used each day, with
entries for the tutor's and tutce's names, date, title of the

test or exercises, and items missed on the sccond test, items
that proved difficult for the tutee, etc, These furms should be
designed in minimum form; that is, containing entriee only for
the minirnum required information, that which be useful and
will be used by the teacher. The errors made during the
tutorials and on the sccond test, for example, will identify stu-
dents who need additiunal remecdadial attention by the teacher.
Presumably, the student-tutors will free the teacher from much
of the group and infividual remedial, so that he can deal indi-
vidually with only the more severe problems.

7. Basically, the steps described above identify the necessary
minimum components of the tutorial system, There are, how-
aver, cecrtain management, administrative, and support functions
that must be designed in some detail.  Before considering those,

nowever, there are some ''public relations requiremernts <+ he
considered, as well as the tutor-sclection procedures, ionf
all, consider the tutor-selection procedures., There & crally
two quite different bases for sclecting tutors: one, iden . only
the better students in the class that is to scrve as the sour « of
tutors; sccond, selccting poorer students for the practice .oy will
seceive from the tutoring anl for the affective benefits of 1. ing the

more knowledgeable individual ia the tutorial relationshij. hools
and students differ in so many ways in so many differci: g
that only very gencral guidelines can be offer-d.  The f. 2
factors must be taken into consideration:

a. Inthe class from which potential tutors arc to b !
the better students are generally more ) :ely Lo hav

time available from their ow.. studics, ¢ hough this ;

always so, since they also tend to be mor 2 active i.. . |
curricular activities, and the so-called "over-achic: T
be a betler student only because he spends a great ¢ e
and expends considerable ¢ffort studying, The poor. t.
on the other hand, will gencrally not have as much t: re
even though he might spend very little tirne on scho te,
Also, in the case of the lower -achieving student, th.

question of the appropriateness of assigning him tc « itics
other thun those relevant to his owa courses, Hiv g teo,
might raise this questicn, and might object strongly.

problem will be discussed below, as a '"public relat a-
lem. One relevanl consideration is the finding, in er
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tutorial projects, that poorer students acting as tutors tend
to show gains in the subject matter they tutor, and. t.o_show
improvement in attitudes, conduct, ctc, For this initial,
exploratory phasc of the project, it is suggested that extremely
poor students not be selected as tutors, although if a student
has his major difficulties in only onc subject --the one seclected
for the tutoring project -- he could appropriately be selected to
be a tutor,  Students performing betow grade level, but
only slightly so, can be sclectzd to be tutors. If the cntire
project is so-administered as to make the role of tutor onc
that is highly prized, then that assignment can be uscd as an

- incentive (Sce ''contingency management, " below).

b. 1If only poorcr students are to bc used as tutors, the tutor-~
ing procedures should be a bit differcut than those used by the
better students. The two differcnt scts of techniques are
described in the '"tutor behavior' section which follows, Here
again, if bothh better and poorer students are to be used as
tutors, communication between them will quickly indicate to the
poorcr students that they were taught more mechanical proce-
dures and arc permitted fewer options of their own.

c¢. The project must be "sold" to the stvdents who arc potential
t*tors. They should not be assigned inveluntarily to tutorin:
assignmment.  The project must be described to them, ‘.cluding
some detailed descriptions of what will be required -1 them in
terms of training time, tutoring time, rccerd kecping, ctec. The
tutoring tasks should not be made to sound = ure enjoyable than
they can possibly be, and '"too-flowe -« ting points -- ¢, g,
"'the great joy and satisfaction that co: - » of helping others' --
should bhe avoided. If a contingency mjenagement system can be
arranged, so that the tutors can earn access to certain preferred
activities, such a system should be established, The swudents,
prior to being asked to volunteer, should be given realistic
descriptions of exactly what is involved, and what conscquence
will be available, and what they might be expected to gain from
participation,

d. Students who voluntcer to be tutors should not be accepted on
the spot; their teacher should decide whether participation as a
tutor should be made contingent upon certain standards of per-
formance, assignments, or conduct, and whether there arc any
reasons why a pgiven student’s participation would not be desir-
able. Ordinarily the teacher can expect more students to
voluntcer than can be cffectively used at least during this explora-
tory phase, so some selection options are rcadily available., A
student's schedule, work load, and extra-curricular activity
schedule should be considered, Parental permission will be
discusscd below,

34

e

2T



e. It is generally a good idea ta select more tutors than are
needed, Tutors will sometimes be absent, or will transfer, or
will drop out of the program. Some tutors might have to be
assigned to other tasks if it later becomes apparent that they are
not very effective tutors. The possibility of using the tutors

for other purposcs should also be considered. The tutee load
will fluctuate from time to time, and sometimes it will be desir-
able to assign a tutor to provide special assistance for make-up
purposcs after a tulee has been absert -- this option will also be
discussed below, When the number of tutees requiring tutorial
assistance is relatively low, or when the number of tutors avail-
‘able is higher than the tutorial sessions required for any reason,
the tutors might be used to help score tests and other work, help
plan angd develep additional remedial activities and tasks for
later use, ctc, Care must be taken never to assign aversive
"busy work' to tutors; that was not what they voluntecred for or
what they expected. Assigniug them to unpopular tasks that they
did not voluntecr to do can quickly undermine the entire project,
If the use of tutors for other, supplementary tasks is contem-
plated, that should be arranged on a separate volunteer basis,
and again, contingency mansgement should be utitized if possible
to provide some form of incentives that the tutors can earn by
performing those ancillary activities.

10, The location for cach tutorial session must be scheduled in ad-
vance, and if possible, should not be changed for any one tutor -tutece
team; they should always mect in the same place, and if possible,
always at the same time each day. For convenience of class sched-
uling i* is almost a necessity that teams meeting on any given day
all mceet at the same time, probably while their non-tutoring or non-
tutored classmaltles are cagaged in other independont study, It is
obviously not desirable to schedule tutoring sessions during highly
preferred aclivilies of any kind; that is, ncither tutors nor tuteces
shnuld be penalized by having to attend a tutoring session instead of
a preferred activity occuring at the same time, and because the
tutors and tutces have to talk to ecach other and arc unlikely to remcem-
ber to whisper or talk softly, only a few tecams should be assigned to
a room, and widely scparated. Space assignments, room availability,
and teacher-monitor availability can be major problems, The teams
should generally no* be assigned to work in rooms in which other
students arc studying, because the tutoring can bother those students,
and if the other stud=nts involved in activitics other than studying,
that can distract the tutor or tutee. As many as ten or more teams
can be assigned to work in the same reiatively medium size class-
room, laboratory, study room, ctc, although students may requirce a
few sessions to adjust to the possibly distracting discussions poing on
around them. Ceriain schedule modifications might be required in
order to make one of the pavticipating tcachers available as a moni-
tor for cach of the rooms in which teams are mceting,

O

EMC [ T

L]
3



O

ERIC

Aruitoxt provided by Eic:

11, "Public relations" was referred to above in relations to
parents, and is also important in relation to the tutces, the
tutors, their classmates, and members of the schooul staff,

The project should not be referred to as a remecedial activity,
The project can be given any of a number of labels referring

to individualized student-tutoring. The emphasis should be
placed on the individualized naturc of the tutoring. FParents of
tutors, tutees, and possibly of their uninvolved classmates
should be given information about the project, and it is desirabie
to ask for written permission by parents for participation as
tutors, and possibly as tutees. The projcct should be described
at P, T. A, or other mectings, with stress on the exploratory
nature of the project, Expected benefits described in the body
of the Report should be discussed, including emphasis on the
advantages for the tutors -- one of which is learning by teaching.
The possibility of enlarging the scope of the project following
the exploratory phase should be mentioned, along with the rele-
vance of the same tutoring techniques for use by parents who
want to provide additional assistance for their children; although
this phase would come much later, The entire school staff -~
and particularly the project staff -should avoid referring to the
projcct as remedial, or being aimed at the poorer students, or
any other frame of reference that would make participation
somecthing to be avoided, When the project is {irst described to
the entire class from which tutees will be assigned, emphacsis
should be placed on the fact that older students are going to help
them with their practice work and go over their tests with them,
And basically, that should be the primary emphasis, Nothing
need be said about errors, problemns, deficiencies, remediai,
etc, The same point is relevant to the initial description of the
project given the group of potential tutors; they should view the
project and their participation as involving assistance and tcach-
rather than diagnosis ard remediation,
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PHASE 11:. 7TUTOR TRAINING

A. Designing the Course

1. There is little value to telling a tutor-trainee what tutoring
is all about. He needs to be shown, and to attend to and respond
in some manne. to the critical components of what is skown to
him, Very little introduction should be provided in the form of .
a lecture. If dezired, certain fcatures of a tutorial can be
described, such as: helping tutees arrive at answers rather
than simply telling them answers, helping tutees practice the
correct answers, asking guestions as a method of prompting the
tutce, asking questions as a method of determining what the
tutece cannot do, ctc, It should be remembered that the tutor's
role here is not to present new information or explanations, but
to identify problems and give only the minimum information that
the tutee needs, Preparc an intvoductory description of the
project telling the tutors only those things that arce relevant
from their point of view, along with a brief description of what
tutoring consists of in this project., Limit these introductory
remarks to 15 minutes, maxihmum,

2. Arrange tw> brief presentations, one consisting of a brief
lecture explanation by a teacher to a student, and the other a
tutorial demonstration to emphasize the differences between the
two methods. There are two possibilities here fer the tutorial
demonstations, and cither or both can be uscd, The initial
demonstration might consist of a teacher as the tutor, and

another teacher role-playing the tutee's role, This procedure,

if used, should not be done extermporaneously, but should be
rehcarsed and based on a script outline. Each of the tutor
behaviors to be described in a later section of this should be
demonstrated, A second demonstreation of the tutorial method can
then be given, with a teacher as tutor, and a ""rcal student' as

the tutee. One precaution: teachers typically develop most of
their teaching skills in relation to the group classroom and groups
of students, and have relatively litlle oppos'tunity to develop tutor-
ing skills. Becausc this demonstration is ¢ ritical, the tcacher
acting as the tutor should practice using the techniyues described
below, including doing so while being observed by other tcachers
using the Tutoring Chcecklist {(also, sce below), This is necessary
becausc unless the teacher -tutor demonstrates the same techniques
that the student-tutors are to learn, the overall cffect could be
quite confusing, In other words, if the teacher -tutor draws on
considerable teaching eaperience and does far more than the tutors
are to lcarn to do, utilizing a variely of techniques that are beyond
the student-tutor scope of this project, the student -tutors will de-
velop an incorrcct and unrcalistic idea of the scope of their tutor-
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ing activities,

3. After designing the one or two tutoring demonstration, revicw
the design of the demonstrations, From the list of procedures
described below as tutor behaviors, prepare a Tutoring Check-
list { a basic form is described below; other relevant, desired
behaviors <an be added to the list), Compare the Checklist with
the script for the simulated (tcacher rele-playing a student)
tutorial if that rnethod is to be used. Be sure that every behavior
appearing on the Checklist is built into the script; revise and ex-

‘pand the script if necessary., Prepare a brief description and
P t Yy P

cxplanation of cach of the steps appearing on the checklist,

Presenting the Course

l. The first component of the first tutor-training session is the
introductory information described in step 1, above., The sec-
ond component is the Tutoring Checklist,” A copy is to be
distributed to cach tufor ~traince, After the copies have been
distribute:’, @ brief explanation of ¢ich step is to be given, The
outline fc: the cxplanation should be prepared as a les-on plan
in advanc. . This explanation of the Checklist should take no
more thai v minutes (if for any rcason other descriptions or
explanations arce to be given, the same rule shoulda apply, mini-
mizing the length of any information presentations). Prepare
the lesson plen for the descriplion of the tutoring checklist,

2. Afltcr the initial orientation and the distribution and explana-
tion of the Tutoring Checklists, the third component is the
tutoring demonstration (or demonstrations), Tell the tutor-
trainces to look for examples of ecach tutor Lehavior described on
the Checklist,  Caulion thenr, however, to pay strict attention to
thz demonstration, and not to refevr to the Checklist as they
observe. The demonstration, utilizing the same kinds of materi-
als -- lests or exerciscs -— that they will use, should last about
ten minutes,

3. Immediately after the Jirst demonstration ask the tutor-trainces.
to use the Checklist as a guide and try to remember at least one
obscrved examnple of cach of the behaviors listed, Give them a
few minutes to write brief descriptions of cach of the behaviors they
observed,

4. Have theia discuss their descriptions, Do not tell them what
they should have observed and described,  Ask cach student in
turn to tell the group what he wrote down as an example of a
behavior on the list,  Let the group critique cach example given
by onc of their numbner,  Let cach tutsr -trainee describe at least
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onc of his descriptions, Let the group handle the discussion all
by itself as much as possible. When nccessary, attempt to help
them by using the same techniques that are described on the Check-
list; in other words, if a controversy develops over what was or
was not observed, direct their attention by asking prompting
questions, and help them resolve the problem that way. And
then point out the technique that you used! Unlike the informa-
tion presentations, the discussion peri~nd shovdd have no time

limit imposed on it, The tutor-trainees should be given as

much time as they need for discussion and comparing notes on
what they observed, When the teacher or teachers conducting

the mecting are asked direct ouestions, the questions should be
‘answered, If a student asks for a second demonstration of

some proccdure, that pact of the demonstration should be repeated,
and, if it secems to be appropriate, the teacher should tell them in
advance what to look for, Then again, after the demonstration,
2sk a student to describe what he saw, and ask the other tutor-
trainees to add to his discussion, disagrece, etc, At this point

you want to encourage active participation -- relevant active par-
ticipation,

5. When the discussion appears to have been completed, ask if
there arc any questions, If so, answer them, Then ask the
tutor ~trainees to look ovver the Turoring Checklist again, and tell
them to ask any other qucstion that occur to them about any of
the items on the Checklist, Answer those questions,

6. Prescnt the second demonstration, if one is to be given ==
and this is an option that is highly reconumended, if at all possi-
ble to arrange. Then repeat steps 3, 4, and 5 {or the scecond
demonstration, After the completion of step 5 for the second
demonstration, ask if there are any remaining questions about the
project, their involvement, or the training. After the questions
have becen answered, end the meeting, having indicated where and
when the sccond training session will be held,

7. The sccond training session consists entirely of role play
practice for the tutor-trainees. An ingenious procedure, first

used for the training of student tutors (to the best of my knowledge)
by Fred Nicdermeyer and Patricia Ellis at the Southwest Regional
Laboratory for Rescarch and Development, is rccommended for the
role play practice, A series of practice examples is provided,
starting with very simple and obvious problems, and gradually get-
ting more coniplex, The tutor uses the same kind of matcrials

that he will use during the actual tutoring scssion, plus & “"job aid"
consisting of a list of relevant questions from which he can select
those he feels will be helpful.  The tutece -- a tutor-trainec assigned
Lo role play the tutee -- has a stack of cards, cach of which describes
a response. The tulee’s "Response Indicator Cards' can be arranged
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in a predetermined orde:x, or can be shuffled so that a random
sequence of respeonses will be indicated.  The Response Indica-
tor Cards should include the following:

GIVE THE RIGHT ANSWER TO THE TUTOR'S QUESTION. The
tutor sheuald tell you that you are correct, If he does not
do s0, remind him,

TELL THE TUTOR THAT YOU DON'T UNDERSTAND, NO

MATTER WHAT HE TELLS OR ASKS YOU. Ile should not
frown or act annoyed. He should ask other questions
that cxplain his question, and heip you answer it, If he
does not dc¢ so, remind him,

GIVE A WRONG ANSWER., The tutor should not act annoyed,
He should ask you 1o telt him why you answered as you did,
Make up an explanation of your answ.or, He should ask
qucshions that help you discover whai is wrong about your
answer and your explanation, If he does not do so, remind
him,

GIVE WRONG ANSWERS TO THREE QUIL. - ONSIN A ROW. He
should ask you each time to explain your answer, and
should ask questions that help you sce what is wrong! If
he does not do so, remind him,

INTERRUPT HIM AND ASK HIM TC SHOW YOU HOW TO

ANSWER THE QUESTION OR "WORK OU I' TII}ES SOLLUTION. He
should then tell you to repeat the same steps and should
help you when you ask for it or hesitate,  Ask for help
once, and stop and wait for help once.  If he fails to vhow
you and then tell you to repeat what he did, remind hing; if
he fails Lo provide heln when you ask «» wait, remind him,
TELL HIM THAT YOU DO NOT UI.DI.RSTAND THE QUES-
TION, Ti¢ should not explain th¢ guestion; he should rc-
phrase it or ask a simpler question,  Jf he does not do o,
reimind him,

DO NOT ANSWER HIS QUESTION, TELL HIM THAT YOU

THINK YOU KNOW WHY YOU WERIT INCORRECT BEFORY., He
should immediately ask you to expio, . liic Llest question or
practice problem -- do so, corrcctly. If he does not im-
mediately do so, remind him.  When you explain the prob-
lem corrcctly, he should tell you that you are correct, If
he docs not do so, remind him.

Each sct of Responsc Indicator Cards should contain several dupli-
cates of cach of these cards, plus others that you should design to
fit the reguircements of the test or practice materials, A standard



O

ERIC

Aruitoxt provided by Eic:

direction for the tu'eces is as follows:

THE TUTOR SHOULD NEVER HELP YOU BY TELLING YOU
SOMETHING EXCEPT IN ANSWERING A DERECT QUESTION
BY YOU, OR WHEN TELLING YOU THAT YOU ARE CORRECT,
OR PRAISING YOU FOR PROGRESS, WITH THOSE EXCEP-
TIONS, THE TUTOR IS ALLOWED ONLY TO ASK QUESTIONS,
NOT TO GIVE YOU DIRECT INFORMATION,

This rule, quite simple and direct on the surface, is the basis for
the entire tutorial procedure, but will be broken many times by
the tutors, even after they have devcloped z high level of skill,
Here are some examples:

Student pronounces "FATE'" as "FAT," Tutor: {Writes,
F-A-T) Well, then what is this werd? Or, "How many vowels
do you scc in this word?"

Student, adding 17 and 25, writes 2 under the tens column, but
forgets to carry one, Tutor: "What is seven plus five?' Or,
"Seven plus five is 12; you wrote down the 2 from the 12, but what
did you do with the one ?"

Student, when asked, "Who was Lthe first man to sail around the
world {or 'circumnavigate the globe' ~- which has always been the
terminology used to ask that question)?' says that he does not
know, Tutor: '"Alright, listen to these names and tell me, which
name is the name of that man,"

Student says, '"{ don't sce anything wrong vsith th.t (previously
given) auswer. What is wrong with it?"  Tutor: "Why do you
think it is right? Explain it to me,"

Student gives a wrong answer: for example, six titnes cight is
56. Tutor: {attempting to deterniine what products arc part of
the student's repertoire) "What is four times eight?" If answer
is correct -~ "Very good, Now, look at this -- four times eight
is 32. What is five times cight? It should be cight more than
four times ecight, right? What is five times cight?" If the ahswer
is correct, "Good, Four cights arc 32, five cights arc 40, Six -
timies eight is cight more than five times eight, right? So what
is six times cight?''  If the first answer was wrong, the tutor
might attempt to have the tutee arrive at six times eight through a
scriecs of addtions. If the second question weas answerced incorrectly,
the tutor might say, "Four times cight is 32, Five times eight is
cight more than 32, right? Do you sce why? Rxplain why five
times cight is eight more than four times cight," That last ques-
tion might be too complex, cven for a student who could answer it
in a more simplificd forin.

Ay



The rule about asking questions rather than giving direct infor-
mation should be described bricfly prior to the demonstrations
during the first training scssion. Examples of questicns asked
shoutd be pointed out during the discussions, and so should any
inadvertent violations of that rule, The rule should be mentioned
briefly at the beginning of the second training session, as a re-
minder. Students should then immmediately be assigned to teams,
and one member of the team identified as the tutor for the {irst
few problems on the answer sheet that has been prepared for this
session, The tutee is given the stack of Response Indicator
Cards, and the tutors arc told to begin, In addition to the Re-
sponse Indicator Cards, the tutee is given a larger card to place
in front of him; this card has the '"question only' rule printed on
it,  All teams should be allowed to proceed through three or
four problems, then the roles should be reversed and three or
four more problems worked through, A project teacher should
observe cach tutorial tecam and make entries on the Tutoring
Checklist, putting an "X'" in the appropriate box each time the
tutor makes one of the specified "appropriate responses, 't At
the bottom of the Checklist a larger space should be provided in
which the obhserver can make a note of cach violation of the
“gquestions only! rule. After cach member of the team has had
a chance to tutor his tcammate on at least three problems, the
observing lcacher should present a brief critique, emphasizing
everything that wae done correctly, bul pointing out obvious
errors, The immediate feedback fronm: the tutee, plus the critiqgue,
is an effective micthod, and the tutce becomes quite alert to
violations of the ''qucstions only'" rule. The practice looking for
those violations by his tutor tends to transfer to the situation in
which he is the tulor, so that he will frequently discriminate his
own error, and corrcct it, With practice he lecarns to anticipate
that error, "sceing it coming' and correcting himself in time to
prevent the error,

Immrediately following the criliques by the observirg teachers,
a brief general discussion should be held, only to the extent that
the tutor-trainces keep it going, Then a sccond practice session
should be held, using the saime role play procedures, the Response
Indicator Cawds, and obscrvations by teachers using the Tutoring
Checklist, The same procedures should be uscd, bul this tiine the
obscrving teacher and the tutece should critique the performance of
the first tutor before the roles arc switched, After the first
critique, the two tutor-trainces should switch roles, the sccond
tutor should conduct a tutorial, and then his performance should be
critiqued by the teacher and tutce. After a final gencral discussion,
the second session should be terminated,

8. DPrior 1o the third training scssion, a proicct staff meeting should
be held. Ideally the staff meceting should be held no more than one
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praise the tutees -- in addition to identifying each correct re-
sponse as correct -- frequently during each session, but the
praise should be made contingent upon a major step forward or
for a series of correct responses, or for continued attention
and cooperation. Praise that is simply presented without any
obvious rclationship to tutee respcnses or activi'! - is worth
little to the tutee, And any praise should be pr- .« .ed yuietly,
with a smile, and without '"gushing'' or overstatement. The
tutee, it should be remembered, is observing the tutor and is
forming opinions about his tutor, opinions that will aifect his
interaction with the tutor. The tutor's credibility in the eyes
of the tutee is quite critical; the fact that the tutor is bigger and
older, and more competent is not enough to maintain rapport or
a working relationship with his tutee. Only a minimum amount
of advice and suggestions should be given at this meeting, so
the tutors will not be confused or overcome by too much well-
intended information about the tutees. If time is available
this training session might be allowed to run on as long as the
tutor-trainees continuc to ask questions or for as long as they
want to talk about the project or any related topic., The tutor-
training is completed with the conclusion of this meceting.,



PHASE 1II: IMPLEMENTATION

1. The first meecting between a tutor and his tutec is a critical step.
The tutors should not all be assigned to begin tutoring on the same
day. If possible only that number of tutors should be scheduled for
whom an observing teacher can be assigned. All tecachers who are
part of the project staff should have participated in the training scs-
sion, and particularly the role play pra<iice, as observers, These
same teachers should now be used as observers during the initial

tutor -tutee mectings, The observing teacher should not participate,
but should simply observe, The tutors should have been told, dur-
ing the finai training session, to cnncentrate on conversation and
learning about their tutces during this {irst meeting. Toward the

end of the meeting the tutor should do some tutoring, using the pro-
cedurcs and following the rules that he has learned, but very
casually, without haste or pressure, There should be no attempt

to complete all of the materials that first day, The tutee's teacher,
following whatever approach was used in the past, will provide feed-
back to the students; this first tutoring session is primarily for the
tutor and tutce to become acqguainted and for some minimum practlice
tutoring, After the tutee has gone back or been taken back to his
classroom by the tutor, the obscrving teacher and the tutor should
discuss the meeting, and the tcacher can provide a bricef critique,

A mecting of the project staff and the tutors who met their tutec for
the first time should be held at the end of the tutoring sessions, at

the end of the day, or whenever such a mceting can be arranged. The
tutors should be encouraged to sharce their experiences, discuss them,
ask questions, identify problems, and seck help on whatever problems
arc bothering them, At this point they have, after all, mect the tutees
and have attempted to establish rapport and have performed the rele
of tutor, probably for the first time, No amount of role play or
descriptive information can completely prepare them for that first
encounter, During this meeting, if titne allows, the tcacher-observers
might also contribute, making suggestions on the basis of their obser-
vations. If enough obscrving teachers were available so that all
tutors met their tutces for the {first ti:ne on the same day, thewn tiis
meeting need not be repeated.  But if the tute- . 7 1 to mueet their
tuteces a few at a time over several days, then o ceting should be held
each day, witl thosc tutors who had their first meeting that day,

2, The tuteces' tcacher and the tutors' tcacher will have to establish a
proccedure for regular and frequent communication. It is the respon-
sibility of the tutces' teacher to tell the other teacher how meany or
which tutors arc needed cach day, or cach day on which tutoring can
be scheduled, Somectimes other scheduling requirernents will make
it impossible for the teacher to administer the tests, provide time

for classwork on the materials, or even to assign materials as home-
work, Or the tecacher might not have time to do the scoring that must
be done, or to arrange the folders, or identify the tutees who nced
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day after the second training session, and the third session one
day later, All teachers and administrative members directly
or indirectly involved should be invited. At this meeting all
final administrative, scheduling, record-keeping, public
rzlations, and other problemms must be resolved. The room
assignments and other space requirements must be arrang.d
faor in final form. Schedules must be developed for the
tcachers who are to monitor the rooms in which the tutoring
sessions are to be held, All forms that have to be duplicated
and distributed to teachers should be distributed at this time,
or their location indicated. FEe&ch monitoring teacher is expected

“to spend at least ¢ part of his time observing tutors and making

entries on the Tutoring Checklist. Each tutor should be observed
in this way at least once cach week once the regular tutoring ses-~
sions, General guidelines should be written for the observalion
procedures, and at this meeting those guidelines should be dis-
tributed and discussed., Project staff and school administrative
staff should be invited to observe at any time, but to follow cer-
tain procedures to avoid disturbing, interrupting, or distracting
the tutors or tutees. Thesc procedures should be part of the

sct of guidelines.,

Following the larger meeting, the tecachers involved in the
tutor -training scssions should mcet as a group to discuss the
results and problems observed during the second training ses-
sion, At this time, decisions should be madc regarding the
third training session and an, modifications suggested by the
observations during the second training session.

9. The third training session begins with explanations of the
"housckeeping functions,' including the proccdures to be fol-
lowed by the tutors in goirg from own assigned room to the room
to which cach is to mcct his tuteec, There arc advantages to hav-
ing the tutors' tcacher send them, four at a timie, to the tutces!?
roonm. As cach tutor arrives, he checks the Tutor Assignment
Form, collects the necessarv materials from the folder, and he
and his tutee then proceed to the room assigned for their tutorial
scssions. Al the third tutor-training session a duimmy set of
materials should be explained, and the tutor-trainces should
have an opportunity to examine the materials, (he folders, the
Tutor Assignment, and sh: .id be shown how to make eantrics in
the Form ana how to conpicte the Tutor Record Cards., The
return procedures should also be described, stressing the point
that no fixed time is specificed for the tutorizl) session; the ses-
sions should be terminated when citicr the tutor or tutee begin
to tire noticeably, or when the tutor is satlisfied that the student
has achieved the objcctives {or when he feels that no progress is
being made}, or when the available timie period is drawisg to a
close, The return precedures also include completing the entry
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on the Tutor Assignment ¥orm, completing the Tutor Record
Card, and returning the Card and all materials to the place desig-
nated.

A summary critique of the second session role play should
then be presented, based on the discussion held at the staff mect-
ing, All comments ~ritical of what was observed should be
expresscd in terms of the difference between desired and actual
performance, and the changes that should be made. Following
this critique additional practice matcrials should be distributed
as was done for the role play practice during the sccond session,

The same, or ncew pairings can be used; an observing teacher

should observe, using the Checklist as before, The role play
should be conducted as before, and critiqued,

10, A fourth scssion should be scheduled for no later than a few
days following the third session, Four training scssions are
suggested because it is generally casicr and more convenicent to
schedvle four short -- less than 45 minutes -- meetings than a
smaller number of longer meetings, If time availability and con-
straints permit, a smaller number of training scssions can be
scheduled, bul it is not advisable to break the training into any
larger number of micetings,  The tutor-trainces should be told
at the end of the third trairing session that the role playing has
been completed and that the fourth session will be about more
gencral mcthods having to do with the nature of the tutces and how
the tutors are to treat them.  Some of the questions discussed as
part of tutor-training for other projects, and suggested for usec
here are: What are graders like (the tutees' grade level)?
Whalt did you like to do when you were a grader? What
didn't you like to do? If you know any ~__ graders -- including
your brothers or sisters -- think about what they do that you like
and don't like. T'ry to remember what you thouzht about older
students -~ like you arc now -- when you were a grader,
Rave the group discuss these questions and have the tutces!?
tecacher participate and tell the tutors a little about what to expect
the tutces to be able to do or not be able to do that could be rele-
vant, Tell the tutors how the initial mectings arc to take place,
Prcsumably the tutee's teacher will introduce the tutor and his
tutce, Describe some general kinds of conversational questions
that the tutors might use to put the tulces at ¢asc ard establish at
least sin initial degree of rapport, The tutors should be told the
obviut.s -~ smmile frequently, be pleasant, talk with the tutec as a
fricrd r.*her than as a superior, try to avoid expressing any im-
patics oo ar Laeytanee when the tutor makes an error or when
progress appears Lo ha. o stopped, ete, At the beginning and at
the cnd of cach tutoring sessi~n the tutor should engage the tutce
in conversation aimed at finding ¢ ** what the tutce likes =~ s
what he thinks about, and so on.  The *siors shoi.d be told to
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praise the tutees -- in addition to identifying cach correct re-
sponse as correct -- frequently during ecach session, but the
praise should be made contingent upon a major step forward or
for a scries of correct responses, or for continued attention
and cooperation, Praise that is simnply presented without any
obvious rctlationship to {utee responses or activities is worth
little to the tutee. And any praise should be presented guietly,
with a smile, and without ""gushing* or overstatement. The
tutee, it should be remembered, is obscrving the tutor and is
forming opinions about his tutor, opinions that will affect his
interaction with the tutor. The tutor's credibility in the eyes

-of the tutec is quite critical; the fact that the tutor is bigger and

older, and more competent is not enough to maintain rapport or
a working relationship with his tutee. Only a minimum amount
of advice and suggestions should be given at this meeting, so
the tutors wsill not be confused or avercome Ly too much well-
intended information about the tutees, If time is ~vailable
this training session might be allowed to run on < + as the
tutor-trainees continue to ask questions or for as long as they
want to talk about the project or any related topic, The tutor-
training is completed with the conclusion of this mecting,
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PHASZ 1T, IMPLEMENTATION

1. The first mecting between a tutor and his tutee is a critical step.
The tutors should not all be assigned to begin tutoring on the same
day. If possible only that number of tutors should be scheduted for
whom an observing teacher _un be dSGlEned All teachers who arc
part of the project staff should ha- partxmpaled in the training scs
sion, and partlculd- v the role pl.y praciic?, s observers, 1hcs

.

same ‘. o -rs chiould now be used as observers iy o7 TR
tutor -tutee meetings,  The observing teacher should not pur nupalc
bul should simply observe, The tutors should have been luld dur -
ing the final training scssion, to concentrate on conversation and
learning about their tutces during this first meeting, Toward the

end of the meeting the tutor should do some tutoring, using the pro-
cedures and following the rules that he has lcarned, but very

casually, without hastc or pressurc, Therce should be no attempt

to complete all of the materials that first day, The tutee's teacher,
following whatcever approach was used in the past, will provide feed-
back to the students; this {irst tutoring session is primarily for the
tutor and fulce to become acgaainted ond for some minimuam practice
tutoring, After the tulee has gone back or been taken back to his
classroom by the tutor, the observing teacher and the tutor should
discuss the meeting, and the teacher can provide a bricef critigue,

A mceting of the project staff and the tutors who met their tutee for
the first timie should be held at the end of the tutoring sessions, at

the end of the day, or whenever such a meeting can be arranged, The
futors should be encouraged to share their experiences, discuss them,
ask guestions, identify problems, and seck help on whatever problems
arc bothering ithem. At this point they have, after all, mct the uives
and have attempted to cstablish rapport and have perform..d the role
of tutor, probably for the first time, No amount of role play or
descriptive information can completely prepore them for that first
encounter. During this mocting, if time allows, the teacher-obscrvers
might also contribute, making suggestions on the basis of their obser-
vations. If ¢noupgh obscerving teachers were available so that all
tutors met their tutees for the first time on the same day, then this
meeting need oot be repeated,  But if the tutors had to mcet their
tutces a few at a time over several days, then a meceting should be held
cach day, with thosc tutors who had their first mceting that day,

2. The tutces! teacher o " the tutors' teacher will rave to establish a
procedure for regular and froguc:t communication, [t is the respon-
sibility of the tutees' tcacher to tell the other teacher how many or
which tutors arc needed cach day, or cach d., -n whicl tutoring can
be scheduled.  Somctimmes other scheduling requit. . rents will make
it impossible for the teacher to administer the tests, provi-ie time

for clis: v a:b o the malerials, or even to assign materials a4 home-
work, Or the teacher might not have time to do the scoring that must
be done, or to arrange the folders, or identify the tutees who need
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tutorial assistance. When this occurs that teacher should notify the
tutors' teacher, and indicate the day or date on which tutors will be
necded. It is the responsibility of the tutors' teacher to report tutor
abscences to the other tecacher, so that between the tv > of them, appro-
priate substitutions or re-scheduling can be accomplished. The
tutors' teacher is also responsible for telling the tutors when they are
to mect with the tutees, and to see to it that they go to the appropriate
place at the proper time.

3. A project schedule should be preparcd, scheduling the teachers as
classroom monitors, aud indicating which tutor or tutors are to be
observed during that period. The individual assigned to be project
coordinator is the person to whom the Tatoring Checklists should be
sent, That individual, or a group of which he is a membez, should
regularly -- once a week -- meet to review the Checklists, looking for
any evidence that a tutor might neced remedial guidance or more train-
ing, Any other problems that can be identificd should be discussed,
any action to be taken should be decided upon and then carried out.

4, During the first few days, or even weeks, a certain ¢:nount of con-
fusion and unanticipated problems should be expected. The actual
tutoring sessions should run pretty well, with only minor problems
developing, Put the administrative, management, scheduling of
teachers, meeting rooms, and tutors and tutees, and other necessary
support functions will run into difficulties of various kinds, Whatever
the problems, everything should be done to avoid having to cancel
tutoring sessions, The project staff involved in the preparation of
study matcrials, practice exercise problems or test items will have

to stay ahcad of the class schedule, and all necessary typing, dupli-’
cating, collating, and distribution will have to be accomplished on a
strict time schedule. It is very undesirable to have to :ispend the
project for administrative or other reasons, cven temporarily, Once
launched, the project activities should be kept on schedule; the class-
room schedule will go on, and cannot be disrupted because of problems
with the tute ‘ing project!

5. During the course of the project the tutees' tcacher should keep
complete records of all test scores and other performance data, If
time permits, available standardized tests =-- in the subject matter

on which tutoring is being done -- shouid be administered periodically,
If an appropriate "control group' is available, the same tests should
be given to those students, so that later compurisons can be made and
evaluated. Consideration should be given to the use of attitudinal
measures and tests purporting to measure "self-esteem' and "attitudes
toward school," etc. The assistance of a test specialist should be
sought tor this purposc,

6. The tutors should not be overlocked, Their tecacher should keep
carecful track of their progress, a~d if the tutoring activity appears to
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take more time than a tutor can spare from his own work, his involve=-
ment should be reduced or terminated, A testing program should be
arranged so that if any affective or cognitive changes are taking place,
possibly attributable to their participation as tuters, they will be
identified,

7. The tutees!' teacher, possibly with the assistance of one or more
project staff members, should review each tutee's work and the
relatcd Tuter Record Cards. If the tutor has indicated that the
remedial instruction did not adcquately prepare the tutee for the sec-
ond test, as indiciated by the tutee's responses (o those test items,
the tecacher may want to schedule a meecting with that tutee for
additional remedial activities,

8. The initial assignment of tutor and tutees should not be considercd
to be permanent and sacrosanct. If a tator is not cffcctive, and cri-
tiques and other fecedback do not seem to correct Lhe problem, he should
probably be relieved of his tutoring assignment, There are many pos-
sible reasons why a particular tutor -tutce pairing might prove to be
unsatisfactory., A pcrsonality clash can develop, even where very
young children are involved. The tutor and tutce might ""bug cach other"
in any of many possible ways, According to some project reports,
tutor -tutee teams should be cither boy-boy or girl-girl, but sometimes
it is not possible Lo match Lulers and trainces by wer, and sometimes
that causes problems of communication and rapport. Siblings should
probably not be assigned to the same lutor-tutee team. Brighter

tutors should probably be assigned to brighter tutces, less bright

tutors to less bright tutees,

9. Occasionally an observing leacher will observe a tutor giving incc =~
rect information, Two procedures are recommended when this occurs,
The tecacher should not interrupt to corrcect the error,  After the ses-
sion is cnded, he should discuss the error with the tutor and dircct him
to go immediately -- if possible -- to the tutor to correct the error,

This avoids undcrinining whatever confidence the titee has developed
toward the tulor, The second step consists of having the tutor's teacher
evaluate Lhe tutor's campetence in the subject, in relation to Lhe study

materials that oo 1o Lo used by the tulecs in ensuing weeks, I Lhe
subject miatter is once in which retention of rote memory items -- names,
dates, clc, == iz Heo' 4, it is possible that some of the tutors have

alrcady forgotter tnil infori:stion and those associations, The scoring
keys and written discussions of ui » answers, described carlicer as one
of the supplementary materials that 1. =t have to be prepared for use
by the tutors, are designed to solve this p1 - hlem, The ""questions only"
rule was also estihlished in part 1o preveat the tor from presenting
misinformation or garbled information,

10, The possible problems, hinted at darkly &bove, are an ex, “rted
part of any new and innovalive project, They can all generally be re-

.
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solved, and the system should quickly develop and run smoothly. The
materials and forms should be revised if for any rcason they interfere
rather than facilitate, and the same is true of any procedure or method,
If the tutor-trairieg course does not appear to produce the tutoring
behaviors that make up the course objectives, then the course should

be changed, The project should be considered a research and develop-
ment project. The resecarch can be conducted informally, as an
cxpleratory study, and the devclopment refers as much to the develop-
ment of effective methods as it docr to the development of effective
materials, The test and practice materials might prove not to be
sensitive enough to student problems, so that a more detailed form
might have to be developed. And the methods uscd for the tutoring,
obscrving, assigning tuices, training tutors, and so on, might also
prove to be defective, The important point is this: Thomas Edison is
said to have conducted over 20,000 separate experiments -- all failures -
in his search for a substance and structure for a workable incandescent
light bulb, before finally getting onto the right track, The fact that he
was not completely successful the first time -~ or the 20, 000:h time ==
did not suggest to him that he should throw out the entire idea. He made
changes and improvements, tricd again, revised again, and finally had
what he wanted, This is not to say that 20,000 tryouts will be required

before the project will finally reach maturity! But total surcess the
first time around is Ltoo much to expect, An empirical development
process is recommencad, so that the results -~ including the problems

and failures -- arc used as a basis for revising the system and elimi-
nating those problems and sources of feilure, The test data, obser-
vation data, and comments by teachers, tutors, and tuteces will contribute
to this process.
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THE TUTOR'S PROCEDURAL GUIDES

The behaviors described in narrative forn are those that the
tutor must learn to perform, consistently and accurately, daring th:
tutor-training sessions, 'They serve ~: (he basis for the Tutoring
Checklist, which is used by the teacl.crs observing both during train-
ing and during the actual tutoring sessions, No introductory infor-
mation or claboration is provided to accompany these bricef descriptions,

1, The overall purpuse, function, and nature of the tutoring that
you are to do can be described as follows: the tutor, given a
‘Gquestion, problem, or task previously performed incorrectly by
the tutee, will, through a series of questions, help the tutee
arrive at and practice the correct answer,

2, The tutor will not present information in declarative or
-explanatory form, cxcept in answer to a dircct question by the
tutce (and cven then the question should be answered with a
question or guestions that should help the student find the
answer himsclf), or to tell the tutee that he is correct, or to
praisc the tutee, With those exceptions, the tutor should only
ask questions, not give direct information,

3. When the tutee answers a question correctly, the tutor should
immediately identify it as correct,

4. When the tutce says that he does not understand a qucstion,
fact, concept, ctc,, the tutur should attempt to clarify, again by
askmg questions that direct the tutee's attention to relevant and
critical components of the question, context, or other available
information,

5. When the tutee gives ar incorrcect answer to a question, or
makes an error in a scquence of steps leading lo an answer or
solution, the tutor should immediately ask the tutee to explain
his answcey or action, adding additional questions to dirccting
attention to the critical components of the question of response
scquence and to the available alternatives or uscable, relevant
inform: ‘ion,

6. \\u"n the tutee asks for assistance, the tutor should ask

' “ot will help him determine the kind of help the tutee
Lt Lo, Lhen ine tutor should ask guestions that direct the tutce's
attention to available sources of guidance, prompting, or other
information.

7. When the tutor asks a questic*- and the tutee responds by say-
ing that he docs not understand the ¢ *:stion, the tutor will not
cxplain his question and then ask it agan.. The tutor will > RN
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the question, simplifying it and asking for a less complex
responsc.

8. Any other action by the tutce should also be responded to by
the tutor in the form of a question. If the tutor decides that a
demonstration will be of value, he can perform the demonstra-
tion, asking questions rather than providing explanations. Rather
than telling the tutee what he is doing, the tutor will ask the tutee
to describe what he szes, or to predict what the tutor will do next,
or to predict the consequernces, etc.

9. When confirming correct responses, the tutor will always
identify the response as correct in a completely unambiguous man-
ner, The tutor will avoid simply rushing on to the next problem
saying only "OK.,, now look at this next qguestion." Instcad, he
should say, for example, '"Thal is correct. Very good.' After a
brief pause, it is then appropriate to move on to the next problem,

10. In addition to statements identifying correct responses,
including such expressions as '"Very good, " the tutor should pro-
vide praise in more cxtensive forin -- e, g. "You are doing very
well; you got that whole serics right!t -- after an especially com-
plex corrcct response or serics of responses, or after the tutee
has worked hard for & period of time. Praise should not be given
too frequently or ''given away for nothing;'" it should be made con-
tingent upon correct responscs.,

1. The tutor should never let the tutee sce any sign of impatience,
frustration, annoyance, or any indication that can be interpreted

as disapproving., To the tutec the tutor should always appear
friendly and supportive, This mears that the tutor must be care-
ful not to frown; although a frown might mecan only ih:' the tutor is
thinking, concentrating on a problem, a slightly in: . ~or intimi-
dated tutee is likely 1o interpret the frown as indicating anger, ov
dislike, or disapproval, The tulor should smile frequently, and
the level of conversation should be friendly and pcrsonal in tone,
never aloof, conversational rather than formal,
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SUPPLEMENTARY CONSIDERATIONS AND RECOMMENDATIONS

1. When poorer students arc to be uscd as tutors, either exclu-
sively or in combination with better students, the basic techniques
described on the preceding pages should be slightly modified, The
questions only! rule can be relaxed, modified to '"questions if pos-
sible, ' If the tutor cannot think of a relevant question to ask, he
can tell the tutee part of the answer -- or all of the answer if oniy a
simple, brief answer is involved. When this is done, howcver, the
tutor should then immediately ask the tutce to repeat the information
just piven by the tutor, and, if possible, to explain the answer if a
concept, procedure, or process is involved. In this version, the
tutor is to give as much help as he can devise in the form of questions,
but may present direct information if nccessary. He should
always rcquire the tutec to answer the question, complete a solution,
or carry out the task himself, however, rather than simply telling the
tutee and going no further. A revised Tutoring Checklist should be
preparcd for the entire set of tutor behaviors affected by this change;
a revised sct of Responsc Indicator Cards will also be necessary for
use during the role play portions of the tutor-training course,

2. The nature of the consequences of our behavior largely
determine our behavior in the future. Certain types of conscequences
arc called reinforcers because they increase the probability that the
response that produccd or achieved those will occur in the futurc,
When reinforcing consequences can be arranged and specified in
advance, they arc sometimes referred to as "incentives," Contingency
management is a mecthodology for the identification, sclection, and
arrangement of incentives, making their availability contingent upon
the oczurrence of certain kinds of behavior, The familiar notion of
incentives and rewards is close to the technical meaning and utiliza-
tion of incentives -- recinforcers,

One reliable "law of human behavior! is the principal of recinforce-
ment, and a sub-principul states that somnc form of reinforcement must
be present or made available if a spccified kind of behavior is to con-
tinue to occur. This can be interpreted to me~a that pecople {organ-
isms in general) behave in a particular way if preferred incentives arce
available, contingent upon the occurrcence of that behavior, but that
without the incentives -- unless the behavior itself is inherently rein-
forcing -- the behavior will tend not to occur, or to diminish in fre-
quency and duration, The tutors might fina tutering to be inhcrently
reinforcing, and Lthe tutee's reactions and identifiable results might be
reinforcing, But that reinforcing aspect might wear off, and tutors
can then be expected to drop out of the project,  And the tutces might
find the tutoring rc¢ssions less reinforcing than we might hope, in spite
of the success and praise that are available, In order to prevent these
undesirable results, a contingency management sysiem might be built
into the project. The S. W. R. L. tutoring project described briefly
in the body of the Report made use of certain kinds of play activitics
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as reinforcers: after the tutee had completed an exercise to the sat-
isfaction of the tutor and standards provided, the tutee is permitted
to go to a designat .d area and participate in a previously se ected
preferred activity,

Contingency management is simply a systematic way of pro-
viding desirable results for desired performance, accepting the
principal of reinforcement as rcality in its why of why and how
behavior occurs, The design and implementation of contingency
management systems lies beyond the scope of this document, bat a
totally relevant set of procedures and techniques have been worked and,
based on applied experimental data from classroom usec of those
methods, and described in easy-to-use form by Homm: (1969; sce
reference cited in the tody of the Report)., The title of Homme's book
is, "How to use contingency management in the classroom,' and the
book is practical and reclated directly to classroom operation, rather
than being a theoretical treatise, The book is programmnied in a
style appropriate for adults, and requires no major effort or diffi-
culty in order to Icarn what is involved or how to follow the dircctions
given,

It is suggested that all project staff members rcad Homrae's book
during the period of dcsign and development of this project, If
projecct staffing is adequate to mect the design and staffing require-
ments of a contingency management system, it is suggested that such
& system be developed and implemented along with the tutorial system,
If this is not possible, then the project staff, having recad Homme's
book anyway, should design such a system as soon as the tutorial sys-
tem is operating smoothly and staff can be diverted to this additional
liroject, The projuct should attempt to determine just how critical
the nced for a contingency managemen* systers might be, The num-
ber of disciplinary problems and the number and kinds of learning
problems that must be dealt with is a major determinant here, The
greater the number and kind of problems, the greater the likelihood
that some form of contingency management tystem will be he'pful,
possibly essential.  In schools with fewer problems, the tutoring
activities might by themselves be adequately reinforcing to the tutor,
and the tutees might nced no additional reinforce-s.  And the experi-
cnce of the Youth Tutoring Youth project indicutes that even for
rclatively pooxr students, or hasically unsaccessful students, the
tutorial relationship prevides considerable reinforcing affective con-
sequences as well as the success and progress visible in the cognitive
arcas. If a supplementary contingency ma: ment is not necessary,
it nced no! be added, but as a ""back-up'' saicty measure, it is highly
recommnecended.  Then, if neceded, it will already have been developed
and will be available for immediate implementation.

3. The tutorial procedures and the tutor -training procedurcs
described here for the student tutors can also be used by other indi-
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viduals. Teacher's aides, stude'.. teachers, and parents, for
example, can utilize the same iechniques to provide remedial tutor-
ing cither in the schonl or Lome setting, Exploratcry projects
involving other kinds of tutors arc recommended if feasible, The
same precautions duscribed earlier are relevant for any groups of
tutors: adcquate training, including role play and observation and
critiques, will be necessary; adequate documentation and record-
keeping systems must be cstablished; etc. And no matter who the
tutors arc, or what form the tutoring might take, the tutee's
teacher should continue to be the responsible party involved.

4, Much of the structure of the tutorial system described here
is based on ideas and data from the tuloring projects identified and
described briefly in the body of the Report, The "questions only"
approach, however, is origiral with this tutoring project to the best
of my knowledge, This method has been used suc- cssfully in other
forms .. printed materials, but only in an exploratory fashion by
me in a tutorial setting, The method is oifered here to satisfy the
requirement that tutors nced guidance materials (the tests and prac-
tice materials specificd here} but for this minimum project will not
have spccial lesson plans or other step-ty-step tutoring matcrials,
The method should be considerced to be experimental, requiring
evaluation and developmental miodification as data arce collected,
When problems arc encountered, the project staff is encouraged to
modify the mcethod as described here, and if necessary, to fall back
on the modified approach described in the first numbered paragraph
of this section of the Appendix,

Some of the materials referred to in the body of the Report and
in the References are available from the organizations involved;
cithers will eventually becorme part of commercially produced pack-
ages available for purchasc; others will appear in various education
publications, Inquirics should bc addressed to the individuals
named in the Acknowledgments in the body of the proposal, These
materials are very uscful and very informative, no matter what kind
of tutorial methods or scttings are being explored by a school con-
sidering the usc of student-tutors, All of the individuals contacted
by me2 were very cooperalive, and some arc willing to make arrange-
ments for interested parties - visit their projects Lo obscrve the on-
going tutoring and project manageraent,  Although student tutorii g
lras always been viewed as a most attractive method of utilizing
available resources as supplementary sourc=s of instruction, only
in recent years ltas the extensive applied rescu - ~h and development
been attempted in operational school scttings, 1. data arc
encouraging, the developing methodologies are becommu, more readily
applicable in a practical form, and much of the assumed potc *ial is
being verified, The futurc of student-tutoring appears to be very
bright and very promising indeed,




